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Abstract
This qualitative case study explores the leadership values and practices of a
principal in a sixth through twelfth-grade school in the Rocky Mountain West to
determine how leadership values and practices support the implementation of equitable
and socially just practices in the school. Five key themes emerged: (a) equity as a
Black/non-Black construct; (b) a lack of knowledge and awareness of the historical
contexts of marginalized populations; (c) moral courage for all members of the school;
(d) equity as an initiative or program; (e) resistance to deep equity work. From these
themes, I devise three recommendations to support substantial and better-aligned work to
increase equity and social justice in the school: (a) refining equity work in progress; (b)
elevating other marginalized voices across the organization; and (c) increasing the moralcourage capacity of all teaching and coaching staff, especially those from marginalized
backgrounds. There is also a post-study discussion with the school leader. Finally, I
provide recommendations for further study.
Keywords: transformative leadership, school leadership, equity, and social justice
leadership
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Chapter One
What constitutes effective leadership for public schools in the 21st century is a
widely explored area. However, it is increasingly evident that one of the most pressing
issues in American public schools today is the need for school leaders to disrupt the
marginalization of students and communities perpetuated by our current instructional
system. The urgency of equity and social-justice work in public schools creates a
persistent problem of practice for school principals in the challenging position of creating
culturally inclusive and responsive schools to meet every student's needs, while leading
in times the Army War College describes as “volatile, uncertain, complex, and
ambiguous” (VUCA) (Barber, 1992, p. 8 ). In addition to the daily work of leading
schools (Lee & Lee, 2020), today’s school leaders must navigate the systemic and
institutionalized racism inherent to our nation’s educational systems and structures, and
ground their work in “disrupting and subverting arrangements that promote
marginalization and exclusionary processes” (Theoharis, 2007, p. 223).
Together, the Covid-19 outbreak and 2020 Black Lives Matter Movement
illuminated longstanding disparities in education access and opportunity resulting from
historic and foundational inequities in public education. Communities voiced their
outrage in response. Now, more than ever, school principals who believe “leadership is
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activism” (Capper, 2019, p. 163) are essential to disrupting the inequitable educational
system and redesigning socially just and culturally responsive public schools (Dillard,
1995, p. 560; Khalifa, 2018; Reese & Lindle, 2014).
Background
I spent over two decades serving students in urban school districts in two states. I
served as an assistant principal in a historically underserved community, where I
experienced first-hand the importance of elevating equity and social justice issues in
education. In 2020, I walked alongside students of color in protest and heard the
community stories that led me to wonder how we could do a better job faster. I have
taught in the classroom, tutored students and their parents, coached sports and activities,
coached teachers, and led public schools. These experiences both informed my core
beliefs of equity, access, and social justice, and taught me that being deeply committed to
advocacy is insufficient on its own. As leaders, we need to understand better how our
values and practices model an equity and social-justice agenda that will most
immediately disrupt racist and marginalizing structures in our schools, and positively
impact our students. Our leadership requires planning and strategic advocacy if we are to
be transformative in this work.
Enactment of the Every Student Succeeds Act (2015), the Great Teacher and
Leader Act (2010), and more recently, the K–5 Social and Emotional Health Act (2019)
increase accountability for schools to serve a variety of needs for all students.
Accountability as an intentional, top-down call to raise test scores increases focus on
2

students in historically underserved, marginalized populations, as achievement and
opportunity have mostly favored White and affluent students (Rowley & Wright, 2011).
Schools in historically underserved areas tend to serve higher populations of
students of color (U.S Department of Education, 2018), in outdated buildings where
effective teacher turnover is higher (Hanushek, 2014; Simon & Johnson, 2015). In both
underfunded schools and all public schools, retention of effective and culturally
responsive teachers is vital in the ongoing struggle to create more equitable and socially
just learning environments. However, the move toward increased accountability tied
teacher efficacy to performance evaluations and pay. Consequently, teachers felt
immense pressure to meet specific standards for student achievement, as measured by
growth on standardized tests, or risked losing their jobs. Indeed, the effects of increased
accountability are significant, as teachers leave the profession faster than they can be
replaced (Darling-Hammond, 2000a), and teacher turnover has a greater negative impact
on Black students and students labeled under-performing than their White peers
(Ronfeldt et al., 2013). Indeed, effective educators serving in urban schools leave those
schools at a higher rate than teachers serving in other environments (Hanushek et al.,
2004; Karsenti & Collin, 2013).
Second only to parents, students form their most significant emotional
relationships with teachers (Burke, 2002; Lippard et al., 2018), who also have a
significant impact on student academic success (Darling-Hammond, 2000b; Heck, 2007;
Roorda et al., 2011; Waddell, 2010). Constant turnover disrupts relationships, trust, and
3

academic consistency for students, and disharmony in the teacher-student relationship
can impact student attitudes about school and school environments (Birch & Ladd, 1997;
Roorda et al., 2011; Lippard et al., 2018).
For school leaders, teacher turnover inhibits positive-culture building, trust, and a
shared sense of purpose among staff and stakeholders in the broader school community
(Simon & Johnson, 2015). Additionally, turnover can inhibit critical social justice
agendas, as teachers leave before the work can take hold. Thus, students who could
benefit the most from a robust, consistent social and emotional support system led by
informed practitioners may not get it (Duncan-Andrade & Morrell, 2008). Instead,
students are left with a revolving door of teachers with whom they have to build new
relationships and who may enter the classroom with outdated mindsets (Vélez-Ibáñez,
1983).
Teachers are not the only adults in schools who impact student experiences and
academic outcomes (Leithwood et al., 2008; Leithwood et al., 2020). School principals
influence how students and teachers experience the school day and guide school culture
and vision (Rabey, 2003; Engels et al., 2008). In addition, their interactions with
employees determine how staff view their work and their value in the broader culture
(Barnes et al., 2008). Thus, school leaders impact how teachers understand their work as
practitioners of equitable and socially just pedagogies with asset-based mindsets about
students. Just as teachers come from different preparation paths, school leaders also come
from various programs. The people leading this sacred work in schools must be
4

consistent, well-calibrated, and rooted in the core belief that diversity is a cornerstone of
a healthy democracy.
We cannot accelerate our progress concerning student achievement and equity
unless school leaders model values and practices that clarify to teachers what it means to
meet our students where they are and value what they bring with them. We must develop
our school leaders with cultural awareness and critical pedagogy to disrupt racist,
marginalizing systems and structures in our schools (Duncan-Andrade & Morrell, 2008).
School choice and access are moot provisions if we are not working to realize the notion
of equity and access in every public school.
Leadership and teaching are the cornerstones of student experience in our schools.
We must consider Shields’ call for shifts that impact every marginalized identity, then go
about the work. The work is grounded in the vision and culture we set as leaders; built
upon deliberate, anti-racist actions; and fostered through honest, purposeful, direct, and
courageous conversations about all marginalized groups in our schools. We cannot
prepare every student for college and careers until we have aligned every facet of
building culture to prepare students for the opportunities of their choosing, and resisted
the racist constructs that limit, stereotype, and constrict them.
This study was an opportunity to analyze leadership within a school during a
period when racism, equity, and social justice are at the front of our nation's
consciousness. This work allowed me to explore how a leader engaged in this work and
how her values and practices aligned with a robust equity and social-justice framework.
5

The goal was to deepen understanding of equity work in schools, in order to refine the
planning and implementation among staff and students. The present study and findings
have the potential to ground what consistency and continuity could look like for schoolleadership practices across school networks. This work could also support a shared
understanding of what it means for principals to lead with lived experience, and student
and staff identities in mind (Velez-Ibanez, 1983). This work is also an opportunity to
elevate bright spots in antiracist work and consider what it would take to scale that work
across whole districts.
It is important to note that the school site for this study was situated within a
larger school district. Thus, school board decisions and district central office-level
mandates impacted the work required by school leaders and staff. In addition, in 2019,
this district prioritized a focus on Black students and Black history after a group of Black
female seniors at the school used social media, and local and national news outlets to
elevate the need for district curriculum to include Black perspectives in history and
literature. As part of the district mandate, schools were required to focus on culturally
responsive curriculum that included Black experience to positively impact academic
achievement outcomes for Black students. The principal was a consistent contributor to
these efforts, a visible supporter of the students demanding change, and an advocate for
Black student academic success in her building.

6

Statement of the Problem
Extant research examines principal efficacy related to instructional leadership
(Hallinger, 2010), time management (Grissom et al., 2015), and the adaptive and
technical challenges of implementing change within school structures (Heifetz & Linsky,
2002). A growing body of work connects school climate to teacher job satisfaction
(Collie et al., 2012; Dutta & Sahney, 2016) and tracks leadership impact on student
achievement (Leithwood et al., 2008). However, to disrupt historical and systemic racism
in our schools, we need transformative school leaders who see their work as a form of
advocacy and activism (Shields, 2010). This idea is essential, as our “goals as educators,
and as an educational system, should include the development of competent and humane
citizens who are proactive participants in social life” (Duncan-Andrade & Morrell, 2008,
p. 89). And, as Jill Blackmore (2006) reminds us, “[e]ducational administration as a field
can no longer ignore the material, social and cultural conditions under which students
learn, teachers teach, and leaders lead” (pp. 196–197).
Educators stressed about student achievement and performance on high-stakes
tests cannot increase student engagement and learn from positions that view those
students through deficit-based and fixed mindsets. We cannot disrupt racist and
marginalizing educational structures unless we shift our thinking, as Duncan-Andrade
and Morrell (2008) argue:
Rather than presenting the community as a place to rise above, schools must equip
themselves to draw from the knowledge that students bring with them to school—
knowledge that is often not in their textbooks but is acquired from the streets,
7

family cultural traditions, youth culture, and the media. (p. 9)
We need school principals who lead with what Carolyn Shields (2018) calls, “moral
purpose” (p. 14), and the intention to increase equity in education with a willingness to
exhibit the “moral courage” (p. 55) to challenge racist and classist systems, structures,
and mindsets in schools. Only when we create equitable and socially just school cultures
can our educational system shift toward a system that critiques and liberates, as Paulo
Freire (1970) described:
In problem-posing education, people develop their power to perceive critically the
way they exist in the world with which and in which they find themselves; they
come to see the world not as a static reality, but as a reality in process, in
transformation. (p. 83)
School leaders make critical decisions each day, and those decisions either increase
socially just outcomes and equitable access to opportunity and promote positive results
for students—or they don’t. It is essential that we explore fundamental leadership values
and practices that effectively increase equitable and socially just practices in schools, and
analyze the nuances of interactions between principals and staff. We could then identify
ways principals positively influence the application of equitable methods in their
buildings and avoid leadership that abandons a social-justice or equity agenda in favor of
teacher satisfaction (Dizon-Ross, 2020).
Purpose of the Study
The purpose of this qualitative case study was to analyze a school leader’s equity
work and the specific leadership values and practices that impacted and influenced
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equitable practices within a school. The present work also examined how staff interpreted
and implemented equitable practices based on the direction and support they received
from the principal. A better understanding of how leadership values and practices support
equity and social-justice work in schools creates an opportunity to focus on potential
areas of improvement. It elevates bright spots concerning equity and social-justice work
to build that work to scale.
Through interviews with a school principal and educators, and observations of
equity work with staff, this research sought to better understand the impact of the school
leader’s values and practices. Specifically, this work examined how these values and
practices influenced teacher practices and supported a school culture focused on social
justice and equity agendas during VUCA times. We must delve deeper into the
complexities of how leaders interact and connect with the students and staff they support,
to view pedagogy as both a form of advocacy and activism (Capper, 2019), and a form of
care with greater democratic and societal aims of education (Beatty, 2007; Noddings,
2003.) Transformative leadership practices can develop cultures and pedagogical
practices where student competencies are reflected by “global mastery of conditions in
one’s personal or professional environment” (Noddings, 2013, p. 62), instead of success
on standardized tests, which often measure privileged funds of knowledge. Observing
leaders and teachers interacting within professional meetings provided an opportunity to
explore the context and the phenomena simultaneously (Yin, 2009). By including both
leaders and educators, I heard from multiple perspectives (Stake, 1995), which produced
9

a more holistic representation of educators’ views of their work with students related to
leadership values and practices. As well, this process allowed me to better understand the
specific actions teachers took to increase equity and opportunity for students.
Theoretical Framework
Suppose school leaders move the needle with intentional acts for equity, social
justice, and restructuring for emancipation from old systems. In that case, we also need
leaders who can do more than set the vision and motivate from a potentially privileged
perspective. In consideration of the complexity of school leadership and interpersonal
relationships between school leaders and their staff, students, and communities; and in
recognition of the need to make significant and paradigmatic shifts in our nation’s public
schools, the theoretical framework for this study is the Transformative Leadership Theory
(Shields, 2010).
The transformative Leadership framework contains eight interdependent core
tenets, shown in Figure 1. The tenets describe the essential “traits, processes, and goals”
comprising a framework that when integrated into leadership actions, “takes a moral
stand in favor of excellence, inclusion, social justice, and both private and public good”
(Shields, 2018, p. 126). Transformative leadership is an essential component to disrupting
current systemic racism, ableism, homophobic attitudes, and deficit-based thinking that
marginalizes and disempowers students and families in American public schools.
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Figure 1.1 Model of Transformative Leadership Theory

Note: This model demonstrates the interconnectedness of the tenets of transformative
leadership. Source: Shields, 2018, p. 21.

Exploring leadership values and practices in their real-world context and through
the lens of these interconnected transformative leadership tenets allows us to identify and
analyze leadership practices that could eradicate systemic racism and injustice.
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Research Question
The study was guided by a single research question:
In what ways, if at all, do a school principal’s values and practices align with
Shields’ Transformative Leadership Theory to support the implementation of
equitable and socially just practices in the school?
Additional considerations for this work include:
1) How do teachers perceive their principal vis-a-vis their values and practices?
2) How do a leader’s values and practices influence teacher mindset around
culturally responsive work in schools?
Significance of the Study
More than ever, students in our public schools need leaders who promote an ethic
of care (Noddings, 1988), but who are also courageous, anti-racist, and focused on social
justice in the face of policies and systems that beg for disruption (DeMatthews, 2018).
Teachers serving in these schools need responsive leaders who view the work of teaching
from a place of appreciation for the stressors of accountability, but with a heart for
mentoring others toward deliberate disruption of the racist policies, procedures, and
attitudes that have not benefitted marginalized students. Finding clear connections to the
eight tenets of transformative leadership (Shields, 2010), and how these tenets look and
sound within daily school leadership is essential to discontinuing the mindsets and
practices that do not serve every student.
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The qualitative data gathered for this research will inform the design of
professional learning resources in support of transformative leadership wherein social
justice is the purpose of leadership (Shields, 2010; Blackmore, 2006). It will support a
deeper understanding of transformative school leadership, as a transparent model for
consistent leadership actions across a district that disrupt racist systems through practices
that demonstrate dedication to social justice outcomes in public schools, even in
challenging times (Duncan-Andrade & Morrell, 2008; Kendi, 2019; Shields, 2011, 2013,
2018).
Carnegie Project on the Education Doctorate (CPED)
This study is aligned with the Carnegie Project's key descriptors on the Education
Doctorate (CPED) guidelines for the Professional Doctorate in Education, as described in
Table 1.1 CPED Principles, Descriptors, and Applications in the Study
PRINCIPLE
1

2

DESCRIPTION
Framed around
questions of equity,
ethics, and social
justice to bring about
solutions to complex
problems of practice
Prepares leaders who
can construct and
apply knowledge to
make a positive
difference in the
lives of individuals,
families,
organization, and
communities

APPLICATIONS
This work examines how principal values
and practices can influence equitable and
socially just practices in diverse public
schools.

This work’s data analysis and insights will
inform leadership-level professional
development design aligned to the
theoretical framework's fundamental tenets.
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3

4

5

6

Provides
opportunities for
candidates to develop
and demonstrate
collaboration and
communication skills
to work with diverse
communities and
build partnerships
Provides field-based
opportunities to
analyze problems of
practice and use
multiple frames to
develop meaningful
solutions
Grounded in and
develops a
professional
knowledge base that
integrates both
practice and research
knowledge, that links
theory with systemic
and systematic
inquiry
Emphasizes the
generation,
transformation, and
use of professional
knowledge and
practice

This work is a collaborative, meaningmaking endeavor that involves principals
and school staff to gather authentic insights
from the field within their context and from
multiple perspectives.

This work recognizes the problem of
practice for principals who must navigate
unpredictable work in schools. (How can
principals prioritize and sustain equity and
social justice work in their schools during
VUCA times?)
This work uses the tenets of the
Transformative Leadership Framework
(Shields, 2011) to examine specific principal
values and practices to understand better
how teacher implementation of equitable
and socially just practices are influenced

This work will inform the creation of a
website and blog dedicated to online
leadership discussions and resources aligned
with culturally responsive, transformative
leadership practices.

Note: The study does not align to each attribute of the CPED descriptors, but does align
to each of the CPED principles. Source: “Guiding Principles for Program Design” by the
Carnegie Project on the Educational Doctorate, 2019. https://www.cpedinitiative.org/theframework
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Definitions of Key Terminology
The following terms are used in this Dissertation in Practice.
Activism. Direct action on behalf of a person or cause, often outside of a system.
Advocacy. Speaking or acting on behalf of a person or cause, supporting
alongside and within a system.
Concurrent enrollment. A type of high school design that allows students to
complete high school credits and college-level coursework for college
credits while still in high school.
Educators. Teachers, counselors, or instructional coaches who are in direct
contact with students and/or have professional goals aligned to student
achievement and/or support teachers with their instructional practices.
Equity. The idea that systems are in place to have their individual needs met for
equal access and opportunity to succeed.
Latinx. A gender-neutral term to identify people of Latin descent.
Practices. Enacting or applying ideas, beliefs, methods, and values.
School culture. Various working conditions and relationships in a school,
including interactions between staff, leaders, students, and community that
stem from shared values, visions, and beliefs to support teaching and
learning for students and staff development.
School leader. The principal or head of the school at the building level solely
responsible for the supervision and evaluation of teachers.
15

Social justice. The idea is that all people deserve equal opportunity and access to
economic, healthcare, employment, and political rights.
Social justice leadership. Leadership that makes “race, class, gender, disability,
sexual orientation, and other historically and currently marginalizing
conditions…central to their advocacy, leadership, practice, and vision”
(Theoharis, 2007, p. 223)
Teacher retention rates. The number or percentage of teachers who remain in
the same building and do not leave the school to work in another school or
leave the teaching profession.
Title I schools. Schools that receive additional federal dollars based on the
percentage of students enrolled in the federal free and reduced lunch
program to improve learning materials, instructional delivery, counseling
services, parent involvement, and staff development (USLegal Definitions,
2019)
Transformational leadership. A leadership style focused on morale and
motivation to achieve goals and make progress as a team or community
through leaders and followers in relationships and not through the give
and take of transactional approaches (Burns, 1978).
Transformative leadership. A style of leadership that focuses on “more
collaborative dialogic, and democratic processes of leadership” and “goals
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of collective sustainability, social justice, and mutually beneficial civil
society” (Shields, 2018, p. 18).
Urban schools. Schools located outside a principal city or inside an urbanized
area categorized by populations ranging from small to midsize and large,
with between less than 100,000 people and up to or more than 250,000
people (NCES, 2006).
Values. The standards, principles, or core standards a person holds to be correct
shape judgment and decision making.
Assumptions
There were several assumptions for this research. The study assumed that leaders
and teachers who shared their experiences would do so openly, honestly, and without
concern for reprisal, which would provide an accurate detail of leadership and teaching
experiences. Shields’ Transformative Leadership Theory (2010) was used to create
aligned interview questions and to code and categorize leadership language and teacher
language from interviews, observations, and staff exchanges within the study. There was
still an assumption that when the leader spoke of retaining effective teachers, there were
components of equity and culturally responsive pedagogy embedded in their formal
ratings independent of the principal’s opinion. The study further assumed that teachers
who remained at the school continued to do so because they were content or satisfied
with their experiences and found the school's culture and leadership satisfactory. Unless
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they indicated otherwise, I assumed that teachers agreed with equity and social justice
goals as essential components of their work.
Limitations
It is essential to note the implications of the pandemic on school structures,
systems, and operations required to facilitate learning outside of school buildings. These
disruptions and structural shifts had an immeasurable impact, the repercussions of which
were complex and far-reaching. In addition to Covid-19, the Black Lives Matter
movement and the implications of multiple deaths of innocent Black people in rapid
succession across the country at the hands of White men elevated the need to address
inequity and social justice within all social structures, including schools. These events
heightened the urgency of equity work in schools and created additional pressure on their
systems.
Another limitation of the study was that my observations were interpretations
aligned to the framework. Leaders' values and practices can be nuanced, and the present
research did not imply that school leaders should exemplify a specific number of these
tenets, attributes, and behaviors. Using the framework to interpret values and practices
was also not meant to imply that any particular tenet, action, or philosophy was more or
less valuable than another; or imply that a leader demonstrating one tenet could
necessarily compensate for the absence of the others. The framework was also not meant
to imply that a leader should embody all of these attributes at all times.
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While my identity was not a limitation, the intersections of my identity influenced
my strong beliefs about the importance of equity in education. My own experiences as a
Polish, Jewish, foster child growing up in poverty and moving in and out of Christian
homes were not positive. My ethnic identity and cultural pride were not viewed as assets
by teachers. School counselors told me that college was not an option for “a girl like me.”
As a White female school leader in a diverse, Title 1 school, my adult
positionality shaped many of my own beliefs about the essential attributes of effective
leadership to increase equity and social justice in public schools. I tried to remain
conscious that I viewed situations through a racially privileged lens, and as a woman with
a potential bias in favor of female leadership and female-leadership attributes (Capper,
2019). To reduce the influence of my positionality on the data interpretations, I verified
participant responses during interviews and follow-ups, as frequently as was allowed by
the district. My observation field notes contained discrete spaces for data, interpretations,
and additional thoughts, ideas, or reflections to control for my bias. The semi-structured
nature of the interviews allowed me to immediately address how specific comments, nonverbal cues, or utterances entered the discussion to document an authentic representation
of participant experiences (Rapley, 2007).
Other limitations of the study were the relatively short duration of interviews, and
the limits of observing online interactions between staff members. The observation period
for this study was just over a month in the middle of the school year. It was reasonable to
infer that observing across the whole school year with its unique and timely
19

characteristics might enrich the data. Such an extended period might elevate other aspects
of a school leader's values and practices. A more extended period might also allow a
deeper exploration of equitable teaching practices.
Additionally, there are various tasks in any school environment directly connected
to specific periods in the school calendar, impacting teacher and leader workloads, school
days, and teaching practices. There are assessment windows, conferences, report cards,
and community events taking place at different times; and those can impact the physical,
emotional, and psychological capacity of staff and leaders. Such demands would require
a school leader to utilize other leadership practices to respond to those demands, and
those are outside the scope of this work.
Delimitations
There were delimitations to this study. The study included only one diverse
school from one urban district to maximize the short amount of time for the study.
Additionally, I focused on a diverse school because the leader and the staff in this school
served students who could benefit from transformative leadership to disrupt racist
practices within oppressive systems. Diverse schools experience higher rates of effective
teacher turnover, which can negatively impact the school's consistency and culture
(Hanselman et al., 2016). It is important to note that Johnson et al., (2012) found that
“teachers who leave high-poverty, high minority schools reject the dysfunctional contexts
in which they work, rather than the students they teach” (p. 4). None of the work in this
study intended to reinforce false notions of teachers leaving diverse schools for reasons
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related to students or the communities. The interviews with various participants actually
indicated a high commitment to serving diverse populations of students.
The study included a Title I school in an urban district to support findings
transferability to other Title I school settings with diverse student populations, similar
school leadership demands, and funding sources. Merriam and Tisdell (2016) emphasized
the importance of qualitative research focusing on “whether the results are consistent
with the data collected” (p. 251) and not with exact duplication of results as sought in
positivist approaches to research. As Tracy (2013) explained:
Because socially constructed understandings are always in process and
necessarily partial, even if the study were repeated (by the same researcher, in the
same manner, in the same context, and with the same participants), the context
and participants would have necessarily transformed over time—through aging,
learning, or moving on.” (p. 229)
To align the data and results as consistently as possible, and strengthen the findings and
transferability (Merriam & Tisdell, 2016), this study used multiple approaches to data
collection and created a robust audit trail (Lincoln & Guba, 1985). This path enhanced
my understanding of my interpretations of the data and assured my interpretations were
“most congruent with reality as understood by the participants” (Merriam, 2016, p. 252).
The school leader was chosen because she was a community and district leader
committed to equity and social justice, who unapologetically empowered Black female
students to act and organize within the community and the school district. She believed
she retained adequate administrative and support staff who worked well with students
from marginalized backgrounds and a teaching staff open to equity work in a community
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of color. The principal who participated in the study was monolingual, Black female.
This is important to note because female leadership experiences are impacted by race
(Capper, 2019). The values and practices of female leaders of color can be influenced by
their life experiences (Collins, 2000). This could offer insights about the intersections of
race and gender leadership, further contextualized within the current civil and human
rights discussions elevated by the Black Lives Matter movement at the time of this
research.
Chapter Conclusion
This chapter began by acknowledging teachers' increasing pressure to meet
student academic, social, and emotional needs. It noted the need to retain effective
teachers to develop professionally and maintain consistency for students. The chapter
also stated the need for transformative leaders who actively promote equity through
socially just practices, while simultaneously critiquing and challenging historical systems
of racism and oppression within public-school structures. This chapter provided
information about the importance of transformative leadership to disrupt historic
marginalizing practices in school buildings and presented a rationale for a qualitative case
study to better understand the nuances of leadership and teacher relationships from the
participant perspectives. The chapter concluded with definitions of critical terms,
assumptions, limitations, and delimitations. The following section will present relevant
literature in the field to explore the focus of this study.
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Chapter Two

Myriad leadership theories and studies consider the challenges principals face,
such as per-pupil funding, federal and state legislative changes, and student safety in
educational environments (Dugan, 2017; Gonzales, 2019; Shoho, 2010). However, at its
core, the work of an effective principal is to set a vision, lead teams of people, build a
relational climate, implement change, and navigate a variety of technical and adaptive
challenges along the way (Burns, 1978; Fullan & Quinn, 2016; Gonzales, 2019; Heifetz
et al., 2009). It seems appropriate, then, to expect that principals could set social justice
and equity as their purpose (Blackmore, 2006; Bogotch, 2014; Furman, 2012; Shields,
2011), prioritizing training and support to retain culturally responsive teachers and create
more equitable and socially just schools (Shields, 2011; Theoharis, 2007). Indeed, such
work is realized through leadership that “investigates and poses solutions for issues that
generate and reproduce societal inequities” (Dantley & Tillman, 2010, p. 20).

Prioritizing social justice and equity in public schools is not a simple task. Public
school principals must navigate and prioritize an evolving list of educational goals from
the district, community, and at the building level where they lead (Lee & Lee, 2020).
Furthermore, school leaders work with individuals who have their own identities, beliefs,
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and biases that can impact a motivational school culture (Osman & Atamturk, 2018).
These various identities require acknowledgment, discussion, and deconstruction of
knowledge to shift the way schools educate every child (Anderson, 2009; Shields, 2011).
School leaders’ interpersonal work to build positive cultures can be negatively impacted
by social-justice advocacy, as conversations about race can be incredibly challenging for
many White teachers (Singleton & Linton, 2006).

In addition to working with teachers to directly confront issues of inequity,
leaders must continually navigate the intensifying and evolving list of accountability and
legislative policies such as the Every Student Succeeds Act (2015), the Great Teacher and
Leader Bill (2010), and the K–5 Social and Emotional Health Act (2019). Accountability
creates pressure that can be counterproductive to equitable learning environments
(Hanushek & Raymond, 2005; Ooghe & Schokkaert, 2016). Students must attain
prescribed levels of mastery, and the leadership work of supporting others must
genuinely assist staff in engaging responsively with students (Gaetane & Cumings
Mansfield, 2013; Williams & Noguera, 2010). Leaders are simultaneously navigating the
daily operational demands, while “addressing the imbalances of power within schools to
pursue greater agency for all stakeholders (students and parents)” (Blackmore, 2006, p.
197).

The work of school leaders has been forever altered in the wake of the Covid-19
pandemic and the Black Lives Matter movement. We live in challenging times that are
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also rich with opportunities for systematic reconstruction toward more equitable,
inclusive, responsive, and socially just schools for students and staff—especially those
whose have been historically relegated to the margins. As Khalifa (2018) reminds us:

Leaders are often considered to be the drivers of reform and the connections
between policy and practice. They are held accountable for their teachers' growth
and efficacy who are persistently exclusionary and resistant to cultural
responsiveness; they are poised to develop the willing teachers who can become
culturally unresponsive to new, unfamiliar children; and they are uniquely
positioned to impact non-classroom spaces in the school. (p. 25)
If ever there was a time that the military label of VUCA (Barber, 1992, p. 8) was
appropriate in education, the country, and the world, it would be now. Our schools are
ripe for leaders who dare to be transformative (Shields, 2011)—those willing to develop
the knowledge and skills to support equity and social justice so all students have access
and opportunity to an education that does not limit their ability to fully participate in all
aspects of society.

Methodology of Literature Review
This study sought to better understand how a school principal’s values and
practices supported the implementation of equitable and socially just practices in her
school. This literature review connects the tenets of Shields’ (2011) Transformative
Leadership Theory to literature that explores (a) the work of school leaders as creators of
visions and positive school cultures, (b) instructional leadership for culturally responsive
teaching, and (c) leadership as advocacy and activism. If school leaders create cultures
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grounded in social justice, build teacher capacity for equitable practices, and advocate for
students and the community, schools can become spaces of equitable learning and
empowerment for every student.

Except for seminal work, the reviewed literature was limited to the last twentyfive years and bound by searches within educational, management, and psychology
databases. The analysis included research beyond the United States to examine the
different contexts in which leaders set a vision, lead teams of people, build relational
climates, implement change, and navigate a variety of technical and adaptive challenges
(Burns, 1978; Fullan & Quinn, 2016; Gonzales, 2019; Heifetz et al., 2009; Marzano et
al., 2005). The reviewed literature focuses on principals and does not include other forms
of leadership within schools. For example, some school structures may include assistant
principals, department leads, or instructional coaches with decision-making authority and
leadership responsibilities. The present study focused solely on principals as the “drivers
of reform and the connection between policy and practice” (Khalifa, 2018, p. 25) .

Why Transformative Leadership Work in Schools?
Leadership scholarship often cites transformational leadership as the leading
theory to align specific attributes, actions, or behaviors when measuring leader efficacy
concerning change or achieving goals (Burns, 1978; Braun et al., 2013; Bass & Riggio,
2006). According to Burns (1978), who studied political leaders, transformational leaders
see the larger goals, then inspire and motivate others to pursue the goals through their
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actions and collaboration models. Central to Burns’s (1978) work was the idea that
leaders are not exclusively supervisory; rather, leadership could include any group
member working to achieve common goals. Later work built upon Burns's (1978) initial
theories, agreeing that transformational leaders move others to perform at high levels
with charisma and other personal attributes that contribute to leaders' positive employee
perceptions (Bass, 1995). The efficacy measures of transformational leaders, as Burns
(1975) and Bass (1995) describe, are measures of productivity and cost/profit efficiency,
supported by subordinate survey data that primarily focus on positive relationships and
motivational environments (Schlechter & Strauss, 2008). However, public school
students need more than positive relationships and motivational environments from their
teachers.

Transformational leadership does not include social justice as a goal that requires
engaging others in honest discussions about race, historical marginalization, privilege,
and challenging social systems that perpetuate injustice. However, transformative school
leaders must engage social justice and equity work in ways that challenge existing
paradigms that benefit some groups at the expense of others. Traditional classrooms
perpetuate hegemonic structures through curriculum, instruction, and behavior policies
(Darling-Hammond, 2017; Duncan-Andrade & Morrell, 2008). In our increasingly
diverse school environments and communities, leaders must leverage their positive
cultures and technical leadership skills for purposes beyond test scores and employee
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morale. It is imperative that school leaders “view leadership as a social practice aligned
with democratic processes” (Blackmore, 2011, p. 26), and practice leadership in ways
that increase access and opportunity for every student (Khalifa, 2018).

School principals are critical drivers of many factors ranging from teacher
satisfaction (Collie et al., 2012), overall school culture (Brown, 2015; Gaikhorst et al.,
2019; Hallinger, 2003; Hollingworth et al., 2018), and teacher retention (Johnson et al.,
2005), to community relationships (Green, 2015), and instructional leadership (Brady,
2005; Leithwood et al., 2010; Marzano et al., 2005). Literature about school leadership
acknowledges the importance of principals as creators of visions (Marzano et al., 2005)
and cultivators of school culture (Brown, 2015; Gaikhorst et al., 2019; Hallinger, 2003;
Hollingworth et al., 2018). The values, attitudes, and practices of a school leader are also
strong determiners of change implementation within schools and other organizations
(Fullan, 2001, 2010; Mintrop, 2016). This research is promising for schools with leaders
dedicated to disrupting marginalizing and disempowering systems because these
individuals are best poised to be the drivers to increase equity and opportunity for every
student. Leaders whose values and practices are grounded in equity and social justice for
every student can communicate a school vision that sets a standard for all staff to engage
in responsive pedagogical practices.

Empirical studies, like Leithwood et al. (2010), focus on correlations between
specific ways that principals shape rigorous and achievement-focused cultures through
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different transformative actions and a variety of mediators, like those individuals to
whom management and evaluation responsibilities are distributed. Likewise, in their
mixed-methods approach, Lucas and Valentine (2002) found that transformational
actions and positive cultures were better achieved when principals behaved less like
managers and more as facilitators of distributed leadership. Other studies confirm that the
principal has more significant levels of influence over aspects of school culture like
collaboration, setting a unified purpose, creating high, positive expectations, concern for
others, and modeling of expectations and values (Cotton, 2003; Bass & Riggio, 2006;
Lucas & Valentine, 2002). Transformative leaders can leverage these practices and
spheres of influence to create solid social-justice foundations in schools.

A Foundation for Social Justice: Tenets One, Two, and Three
The first three of eight interconnected tenets in Shields’ (2010) Transformative
Leadership Theory are (a) the mandate to effect deep and equitable change, (b) the need
to deconstruct and reconstruct knowledge frameworks, and (c) the need to address the
inequitable distribution of power. These first three tenets create a strong foundation for
equity and social-justice work in schools. The work starts with courageous leadership that
recognizes education as a “tool for political liberation and socioeconomic advancement”
(Wilson & Johnson, 2015, p. 104). It actively fosters an ongoing commitment by
intentionally addressing existing mindsets and power dynamics inherent in historically
racist and marginalizing school cultures (Darling-Hammond, 2017; Khalifa, 2018).
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Much of the existing literature on transformational educational leadership focuses
on ways principals effectively build strong cultures, as defined by supportive
relationships, increasing efficacy for teachers, and inspiring others in their work toward
common, principal-defined values and goals. Relationships, inspiration, and shared goals
are essential components to schools' very human work. However, the common goals
must now become equity and social justice grounded in transformative approaches that
prioritize disruption of a marginalizing educational systems (Shields, 2003).

According to Shields (2018), leaders must set an uncompromising vision around
equity. Once that mandate is accepted, the work becomes shifting mindsets away from
deficit-based thinking, interrogating the privilege of the dominant culture within schools,
and disrupting ideas of exceptionalism. Leaders must foster environments that challenge
marginalizing practices and policies, and engage in the difficult work with staff to disrupt
oppressive systems that do not benefit every student. With this goal, instructional
leadership should be grounded in coaching critical pedagogy, shifting staff mindsets, and
producing cultural knowledge and culturally responsive classroom practices (Khalifa,
2018).

In a comparative study focused on preservice teaching experiences in diverse
schools, Lazar (2007) found that when a preservice teacher had an opportunity to engage
in activities and readings about cultural diversity, they reported more positive
experiences about their work and viewed their students from asset-based mindsets.
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Preservice teachers who did not engage directly in diversity and cultural experiences did
not have positive experiences and viewed students with deficit mindsets. When teachers
are not prepared to work effectively in diverse communities, instructional leadership
grounded in social justice becomes a vital priority to creating equitable, positive, and
happy places for students to learn.

According to Shields (2018), the work begins with difficult conversations,
adopting asset-based mindsets, and “a flowing through of ideas to promote reflection,
critical analysis, and ultimately, democratic action” (p. 44). For teachers, this means
culturally responsive and critical-pedagogical practices. For leaders, this means values
and practices that elevate antiracist work in schools to “accept, respect, and include
everyone” (Shields, 2018, p. 29), and an insistence on pedagogical practices that honor
and build upon backgrounds beyond the traditional White constructs of curriculum and
teaching (Duncan-Andrade & Morrell, 2008).

Beyond Self and Building: Tenets Four, Five, and Six
While teachers are considered the strongest determiners of student achievement
(Aaronson et al., 2007; Darling-Hammond, 2003; Jordan-Irvine, 2001; Rivkin et al.,
2005; Wright et al., 1997), principals have an important impact (Cotton, 2003; Wu &
Gao, 2018). Principals impact student achievement more indirectly, mainly through the
school culture they foster to support trusting and collegial relationships (Brady, 2005;
Darling-Hammond, 2003; Leithwood et al., 2010) and by supporting teacher
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development (Loeb et al., 2005; Leithwood & Jantzi, 2006). Principals impact student
achievement through the distribution of their leadership authority in the building
(Leithwood et al., 2009), which allows them to form more positive relationships with
teachers (Lucas & Valentine, 2002), and frees their time and energy to set a vision,
support the motivational atmosphere (Kalkan et al., 2020) and achieve professional
development goals related to a social-justice vision. Research indicates that
transformational leadership alone may not increase student achievement (Leithwood &
Jantzi, 2006; Marks & Printy, 2003; Robinson et al., 2008; Shatzer et al., 2013)—even
when achievement is a common goal. This elevates the need for transformative
leadership in building inclusive schools with the responsive practices that are essential to
addressing marginalized student achievement (Duncan-Andrade & Morrell, 2008; Gay,
2015). Leaders must prioritize responsive pedagogical practices in teacher development.
Further, leaders must acknowledge that students benefit from interacting with educators
who look like them (Bristol & Martin-Fernandez, 2019; Milner & Howard, 2004).

Tenets four, (a) an emphasis on both private and public good, and five, (b) a focus
on emancipation, democracy, equity, and social justice, describe how school leaders must
adopt an approach to their work that “opens the curricular space” to “engage staff in
difficult conversations, modeling, teaching, and giving explicit permission for them to do
likewise in their classrooms” (Shields, 2018, p. 90). Tenet six emphasizes
interdependence, interconnectedness, and global awareness, extending equity work
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beyond school building walls. The school becomes a place that is responsive to student
and community perspectives by modeling the empathy that leads students to see
themselves as an integral part of a local and global society.

Culturally responsive leaders must be the drivers of a school vision that empowers
students by acknowledging prior academic, cultural, linguistic, and religious knowledge,
while teaching staff to do the same. As Geneva Gay (2018) notes:

Culture strongly influences how we think, believe, communicate, and behave, and
these, in turn, affect how we teach and learn. Because teaching and learning are
always mediated by cultural influences, they can never be culturally neutral. (Gay,
2018, p. 8)
Shields (2018) asserts that to increase equity in public education, transformative
leaders must engage in a multi-cultural, global approach to democracy to foster a “deep
form of democracy that is inclusive of everyone” (p. 59). If schools are to ensure students
become critical thinkers and contributors to their communities, then culturally responsive
leadership demands that principals see themselves as connected and empower the
community beyond the school (Khalifa, 2018). In essence, these leaders care for student
families as an extension of the work in the school (Noddings, 2002), and see their impact
on students through “active stances and behaviors of anti-oppression” (Khalifa, 2018, p.
81). This means leaders cannot continue to enact the same old policies, uphold the same
old rules, and budget resources in ways it has always been done; leaders must be in a
constant state of action to upend longstanding equities. To disrupt these persistent
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patterns, school leaders must create new structural norms that include and value all
student identities and do not perpetuate historically dominant values. This means that
both teachers and leaders must take a clear and unwavering stand as critical practitioners
and advocates for their students. As Freire (1997) describes:

I cannot be a teacher if I do not perceive with ever-greater clarity that my practice
demands of me a definition about where I stand—a break with what is not right
ethically. I must choose between one thing and another thing. I cannot be a
teacher and be in favor of everyone and everything. I cannot be in favor merely of
people, humanity, and vague phrases far from the concrete nature of educative
practices. (p. 93)
Leaders’ values and practices must clarify the need for pedagogy grounded in
asset-based mindsets and view the work in diverse schools as a form of advocacy and
activism. Transformative leaders must be about advocacy and action alongside their
teachers, students, and communities. They must be willing to engage in work that brings
them face-to-face with the politics and policies that seek to keep marginalized people
disempowered. School leaders must be ready to roll up their sleeves and actively work to
disrupt and dismantle inequitable systems so that education serves a moral purpose.

An essential component of tenets four and five is that all students must be given
access to challenging classes that maximize their potential in settings that remove barriers
(Shields, 2018). School leaders must hold teachers accountable to the idea that all
students deserve a high standard of preparation “to live as critical citizens in society”
(McKenzie et al., 2008, p. 111). There is no reason to hold a different bar for different
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children; achievement gaps are not determined by race (Kendi, 2019). High academic
expectations, coupled with a belief that all students have valuable perspectives to share,
empowers every student to envision their rightful place in a larger, democratic society.
Building teachers’ capacity for equity must be an intentional act of advocacy to
disrupt marginalizing practices and include critical pedagogical approaches (DuncanAndrade & Morrell, 2008). Research supports the positive impact of culturally
responsive pedagogy on student outcomes and coupling care with clear expectations and
respect (Brown, 2004; Garza, 2009; Ullucci, 2009). These actions create positive places
that disrupt traditional power dynamics rooted in student management and punishment
(Ullucci, 2009). A study by Shevalier and McKenzie (2012) found several critical
behaviors among teachers who were culturally responsive in their approaches. At their
core, culturally responsive teachers maintained student dignity in various student
interactions and demonstrated a deep level of care for students (Shevalier & McKenzie,
2012). However, not all teachers graduate from teacher preparation programs ready to
foster such responsive-classroom communities. Building this capacity falls to school
leaders, who must embody transformative leadership values and elevate practices that
include minoritized students.

Schoolwide Vision and Courage: Tenets Seven and Eight
Just as teaching is not a neutral act, culturally responsive school leadership is not
unbiased. To improve educational experiences and outcomes for every child through
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overt leadership values and practices, school leaders must “acknowledge[e] the need to
value unconditionally the students they serve” (Davis, 2002, p. 10)—to care for them, not
just about them (Noddings, 2002). Khalifa (2018) argued that culturally responsive
teachers and leaders must not only care for their students, they must accept the cultural
identities and voices that develop alongside their academy identities, as part of an
“identity confluence” (Khalifa, 2018, p. 110). In other words, teachers and leaders must
acknowledge and embrace student, family, and community cultural identities if they seek
to grow students' academic identities.
Tenet seven (a) the necessity of balancing critique with promise, and tenet eight
(b) the call to exhibit moral courage are parts of the framework that speak to the
advocacy and activism required to create schools where impactful change can flourish.
Every student needs teachers and leaders to demonstrate highly developed equity
awareness. Advocacy within the school and community is increasingly essential, as we
demand "teachers and students to reach beyond self-interest for a higher ideal—
something heroic" (Starratt, 2005, p. 130). Leaders must join together the students,
community, and teachers through a shared vision (Senge, 1990), and explicitly operate
from values that “identify elements held in common, extending them, building on them,
and ultimately articulating the new direction” Shields, 2018, p. 113).
Activism at the building and policymaking levels are essential to disrupting
historic systems of oppression in education through culturally responsive leadership that
incorporates and actively seeks to build inclusionary spaces (Khalifa, 2018). The moral
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courage to model values and hold staff accountable to an equity vision that pushes against
White privilege is not an easy task. It is an ongoing and complex endeavor that requires
every staff member accept the call to “educate and empower every child, not just do
school” (Duncan-Andrade, personal communication, November 30, 2020) and requires
leaders to engage in direct and often difficult conversations.

School leadership that honors autonomy and encourages teamwork, while
maintaining a constant back and forth between principals and teachers, creates more
collective endeavors. Teachers feel they have both decision-making authority and a stake
in the outcome (Zaccaro et al., 2001). This shared vision holds the potential to increase
teacher cultural competency and increase public school equity, but only if existing racist
ideas and mental models are challenged by a leader who sets the vision and holds others
accountable to it (Senge, 1990).
Additionally, the tenets of Shields’ framework (2011, 2018) extend beyond race
and socioeconomics as marginalizing factors. Her work acknowledges complexities of
identity that mark some as “other” or outsiders and, therefore, less deserving. Her
concept of educational inclusivity encompasses “race, socioeconomics, ethnicity, sexual
orientation, gender identity, language, religion, immigration, and citizenship status”
(Shields, 2018, p. 37), which speak to the complexities of identity in ways that
acknowledge students and staff funds of knowledge (Velez-Ibanez, 1983; Velez-Ibanez
& Greenberg, 1992). Furthermore, transformative leaders who recognize funds of student
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knowledge avoid the pity and low expectations that occur when caring becomes a form of
“charity, not justice” (Capper, 2019, p. 59). Instead, transformative leaders engage in
activism to extinguish attitudes and practices that perpetuate deficit thinking and
reconstruct knowledge frameworks (Shields, 2011), through ongoing acts of moral
courage that regularly connect back to the leadership mandate for equity through direct
communication between leadership and staff.

Transformative leadership approaches recognize that these are stressful times in
American education and that educators are constantly navigating a variety of stressors.
Educational leadership in VUCA times calls for specific actions and mindsets to focus on
inequality and injustice in education. This is why such qualitative research is valuable;
we can better understand principal values and practices by observing and hearing about
their work situated in the context where they experience it (Yin, 2009).

The Covid-19 pandemic significantly impacted public schools' everyday routines,
elevating the need for equity now. In addition to the Covid-19 pandemic, the deaths of
multiple Black men and women at the hands of law enforcement occurred in rapid
succession. These acts fueled the pain and outrage of historically marginalized
communities across the nation. These events were an integral part of ongoing reactions
and discussions about inequity, exclusion, and social injustice in schools across the
country. These are precisely the kinds of conversations that transformative leaders must
leverage to implement impactful social-justice work in their schools. They must have the
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moral courage to set the mandate now and communicate values that foster an antiracist
stance, so every child enjoys educational experiences that honor individual identity and
do not limit future opportunities.

Chapter Conclusion
This chapter began with the need to prioritize social justice and equity in schools.
Next, I described various aspects of school leadership work, acknowledging principals as
essential drivers of school culture and vision built on social justice and equity goals.
Shields’ (2011) Transformative Leadership Theory was unpacked and connected to
research about the principals’ responsibility to promote and build culturally responsive
teaching, as a form of advocacy and activism with the potential to disrupt historical
systems of oppression and racism in schools. The next chapter presents the study
methodology.
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Chapter Three
With a goal to better understand how a principal’s values and practices influence
equitable and socially just practices in their school, I used a qualitative case-study
approach to the present study. A qualitative case-study method allowed me to explore
authentic problems wherein “the boundaries between the phenomenon and context are
not clearly evident” (Yin, 2009, p. 18). There were times during data analysis when it
was challenging to distinguish between a phenomenon, the contexts, and the intervening
factors, so a qualitative approach supported exploration of the complexities of equity
work in schools. Further, to better understand school-leadership values and practices
around social justice and equity and implications of principal practices as the school staff
interpreted them, qualitative methods best captured the holistic environment of the school
and staff descriptions. Qualitative methods were also helpful in observing exchanges
between school leadership and staff within the context of their work and provided the
opportunity for the “systematic analysis of language, actions, and documents to
determine patterns, themes, or theories that describe and provide insight into situations”
(Boudah, 2020, p. 38) and to construct knowledge from a variety of perspectives (Stake,
1995; Patton, 1980).
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This qualitative case study utilized three case study methods as developed by
Robert K. Yin, Sharan Merriam, and Robert E. Stake—seminal authors of qualitative
methods and case study design (Creswell et al., 2007). Aligning various case study
approaches to specific portions of this work supported a sequential process that “connects
the empirical data to a study’s initial research questions and, ultimately, to its
conclusions” (Yin, 2002, p. 20). This approach also supported data analysis from multiple
perspectives for robust interpretation (Merriam, 1998).
One of the criticisms of qualitative case study is that researchers can study a topic
and describe interpretations and findings; and yet, findings can lack meaning and context
(Hartley, 1994). Without a robust theoretical framework, results will not provide much in
the way of specific knowledge (Gummesson, 1988). The present study used tenets of
Transformative Leadership Theory (Shields, 2011) as a framework for interpreting school
leader values and practices; examining leadership actions occurring in school
environments; and to gain a deeper understanding of what is unique and specific about
the case (Stake, 1998). Furthermore, this research took a constructivist approach,
cultivating relationships between researcher and participants as a way to construct
meaning (Stake, 1995). As Merriam (1998) noted, a “philosophical assumption upon
which all types of qualitative research are based is the view that reality is constructed by
individuals interacting with their social worlds” (p. 99). Additionally, “the researcher
brings a construction of reality to the research situation, which interacts with other
people’s constructions or interpretations of the phenomenon being studied” (Merriam,
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1998, p. 22). Using Transformative Leadership Theory as the lens for data analysis
supported the construction of meaning from participant responses.
Another criticism of case-study methodology is that while interactions between
researcher and participant build rich context and shape meaning (Stake, 1995), there is
often a lack of detail about the researcher’s relationship with the case, or how the
researcher influenced the study structure and development of findings (Hyett et al.,
2014). However, as O’Connor and O’Neill (2004) argue:
There are several aspects of qualitative methodologies that lend themselves to
research with emancipatory goals and purposes. First qualitative methodologies
tend to move beyond a positivist frame of reference, which advocates that there is
only one “true” reality. Instead, the notion of multiple realities is introduced. This
concept opens the space for hearing the voices of others ascertaining the essential
perspectives of those who have experienced it. Given the unique contributions
that they can make, research participants are positioned as the experts on their
own reality. This approach validates the experiences and understandings that
participants bring, while simultaneously unsettling more traditional views of the
researcher as expert. In doing so, it implicitly begins to address conventional
power imbalances between the researcher and participants. (2004, p. 20)
To minimize my influence on the data, I designed a clear research plan and did
not deviate from it during data collection (Yin, 2002). Participant responses were initially
coded for equity language and interpretations of leadership values and practices.
Responses were then coded for descriptions of practices and beliefs, so descriptions could
be aligned with each tenet of the framework. Answers that did not align with the
framework were noted. This approach helped avoid another common critique of case
studies, noting that researchers will “change directions without knowing that their
original research design was inadequate for the revised investigation, thereby learning
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unknown gaps and biases” (Yin, 2009, p. 71). Interview questions and pre-determined
probes remained consistent between participants and only explanations provided in
response to participant questions varied from one participant to another.
While interview questions were not altered during the study, I did gather data
beyond the pre-determined questions. For example, some participant responses brought to
light new expressions or ways of stating experiences beyond my framework language. As
Yin noted:
Case study data collection does follow a formal protocol, but the specific
information that may become relevant to a case study is not readily predictable.
As you collect case study evidence, you must quickly review the evidence and
continually ask yourself why events or facts appear as they do. Your judgments
may lead to the immediate need to search for additional evidence. (2009, p. 69)
Asking additional questions and probing for information that surfaced during exchanges
deepened my understanding of the case. I worked to remain as unbiased as possible. I
used a separate column in my field notes to capture thoughts and reflections to reground
me when I “may have inadvertently begun to pursue a totally new investigation” (Yin,
2009, p. 71). The observations, participant interviews, and exchanges between staff
members were compared to the framework with some pre-identified language to code for
Transformative Leadership tenets to reduce drift intonew lines of inquiry. This process
supported data analysis that remained connected to the initial research question (Yin,
2009), while allowing participants to elaborate on their descriptive terms.
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Research Question
The present study was designed to answer the following research question:
In what ways, if at all, do a school principal’s values and practices align with
Shields’ Transformative Leadership Theory to support the implementation of
equitable and socially just practices in the school?
Sample Site and Participants
The site for this study was College and Career Prep (pseudonym), a grades 6–12,
public, concurrent-enrollment school in a large district in the Rocky Mountain West. To
locate the site, I inquired within two doctoral cohorts at a local university, comprised of
school and district employees from several area school districts. The university’s
principal-preparation program is known for immersing educators and prospective leaders
in social-justice and equity work, suggesting cohort members would be suitable to
identify equity-minded leaders. Initial participant-inquiry criteria included: five or more
years in the principal role; a majority population of students of color in school student
body; a majority population of students with linguistic diversity in school student body;
and a district and community reputation for equity and social-justice leadership.
The principal in this study, Janice Thompson (pseudonym,) responded to the call
to participate and met criteria as a principal who led her school site for more than five
years. Requiring a five-year leadership minimum circumvented potential staff stress
around recent-leadership changes and new-systems implementation. It also allowed time
for the principal to build relational trust (Fullan, 2010).
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College and Career Prep serves a population of approximately 1,200 students (see
Table 2), where 97% of the student population identify as students of color, and more
than 50% speak a primary language other than English. This is representative of district
data (47% students of color; 31% linguistically diverse students) but not the state
population (87% White/non-Hispanic).
Table 3.1 Student Demographics at CACP

Category

Percentage
of Student
Population
(Approximate)

Hispanic/Latinx

58

White

5

African

25

American
Asian/Pacific
Islander

9
3
54

Multi-Race

.2

English

52

Learners

48
78
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Category

Percentage
of Student
Population
(Approximate)

American
Indian
Male
Female
Free/Reduced
Lunch

The school serves students in grades six through twelve with a concurrentenrollment model. Ms. Thompson identified as female, Black, and monolingual. The
principal retained what she described as an effective administrative team and effective
teachers. The College and Career Prep staff is predominantly White.
By exploring how this school principal approached her work and engaged with
staff around equity and social justice, I sought to understand which specific tenets of
transformative leadership were at work and how those tenets interacted with each other to
influence equitable practices in the building. Hearing directly from those working within
the school context allowed me to better understand the nuances of interpersonal
communications and relationships between teachers and leaders in school settings.
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School cultures are built by the interactions between teachers and leaders, and are
impacted by exchanges between staff members as part of a greater community
interconnectedness (Wheatley, 2005). According to Yin (2009), "interviews are an
essential source of case study evidence because most case studies are about human affairs
or behavioral events. Well-informed interviewees can provide important insights into
such affairs and or events” (p. 108), as well as school culture. Hearing directly from the
principal was essential to understand how she interpreted situations within the building,
and how she made decisions to improve social justice and equity while maintaining trust
and a positive building culture.
Research Procedures
This study drew from Stake’s (1998) defining characteristics of case-study design,
which propose holistic, empirical, interpretive, and emphatic research. The design
adhered to Merriam’s (1998) literature review concepts and theoretical framework for
crafting interview questions to determine where best to focus on data analysis.
This study used one-on-one staff interviews, website analysis, and observation
field notes to capture the principal and staff perspectives and gain insight into social
justice and equity issues in the school. The variety of data-gathering tools allowed me to
construct meaning and better understand both the individual participant experiences and
the contexts in which they occurred (Merriam, 1998).
Interviews were semi-structured, with separate staff questions (see Appendix B)
and school-leader questions (see Appendix C), aligned with the Transformative
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Leadership Framework and the research topic (Shields, 2011). Open-ended questions
allowed participants to share authentic experiences and personal perceptions with little
external input or influence (Yin, 2009). Probes were used to encourage participants to
expand and clarify meaning; however, I used them sparingly to reduce reciprocal
interactions and avoid leading or unknowingly communicating preferences to
participants.
In addition to the remote Zoom interviews, I observed two small staff groups
during two professional-development sessions facilitated by an assistant principal; and
one monthly staff meeting, where the principal led part of the schedule. At the same time,
an outside facilitator presented on racial equity. These types of meetings were important
as staff interacted with each other and shared their thoughts and responses to construct
meaning with peers (Merriam & Tisdell, 2016). By consequence, “interactive discussion
through which data are generated leads to a different type of data not accessible through
individual interviews” (Hennink, 2014, p. 2). Online observations during the Covid-19
pandemic supported the potential for more robust data collection from which to interpret
and construct meaning about participants' individual experiences and the context of those
experiences (Merriam, 1998). Observation field notes were captured during professional
development sessions and staff meetings. Observations of real-time interactions provided
strong contextual evidence (Yin, 2009), despite occurring online due to pandemic-related
safety restrictions.
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I used the Transformative Leadership Framework to analyze the school website
(Shields, 2011). I included those observations with data gathered from interviews,
professional development sessions, and the staff meeting.
Confidentiality
Qualitative research involves creating a trusting relationship between researcher
and participants to generate rich details contextualized within the participants' physical
location and authentic, daily experiences (Maxwell, 2005). Study participants signed
consent forms (Appendix D). Protecting the anonymity of the school and participants was
essential to ensuring that exchanges between the researcher and participants were
authentic and representative of daily work within the school context.
Speaking about equity and social justice issues—even during the Black Lives
Matter movement, when equity and social-justice issues were daily headlines—can put
school leaders in difficult positions. Equity and social-justice work can become
challenging for principals because of perceptions around competing demands for their
time (Tuters & Ryan, 2020). For example, district leaders may worry that equity and
social-justice work is taking place at the expense of academic work.
Maintaining a social-justice focus was further complicated for the Black female
leader in this study, who also contended with the intersectionality of her employment,
race, and gender: “These leaders view and experience themselves or their ideas often as
marginal as they are seeking social justice ends within White, masculinist environments”
(Capper, 2019, p. 161).
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To further protect participant identities, interview field notes and written
documentation did not identify characteristics about school leaders, staff, educator grade
levels, specific demographic data, or instructional content areas in any combination that
would compromise participant anonymity. At the end of the study, I continued to protect
participant anonymity by keeping all written transcripts in a password-protected account;
in addition, all audio and visual recordings were deleted after transcription. Further
details are discussed in the section on ethical considerations.
Ethical Considerations
As part of research design, I addressed five ethical considerations: demands on
participants, informed consent, voluntary participation, avoidance of negative
consequences, and confidentiality (Webster et al., 2014).
The availability of the principal and school staff was affected by the remote
setting. I observed meetings and took notes without interfering with participants. There
was no follow up and no member checking during the workday. Instead, we
communicated outside of work hours at prescheduled times. I independently performed
website analysis and sought clarification from the principal during pre-determined
meetings. The DU Institutional Review Board granted approval for participants to receive
gift cards in recognition of their time ($20 for staff members; $100 for the principal).
All study participants received information about the study's purpose, process,
methods, and how their information would remain anonymous and confidential. All
participants consented to have details about their comments and interactions recorded.
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Staff member and principal involvement was voluntary, and all participants signed
consent forms. I kept names of participants who opted out private. In addition, I sent
emails and meeting invites to individuals and not to groups to further protect privacy. At
no time did I share the identities, views, or comments of staff participants with the
principal. Pseudonyms were created and used for all participants.
I did not anticipate any negative consequences or risks for the principal or staff.
However, “the desire to be heard and the assumption that research serves a wider social
good are strong motivations to take part in research” (Webster et al., 2014, p. 83). Thus,
to maximize safety and minimize vulnerability, I followed Graham et al.’s (2007)
guidance, as described in Table 3.2.
Table 3.2 Participant Map of Research Ethics
Before the Interview

During the

After the Interview

Interview
Unpressured decisionmaking about
participation

Research is independent
and legitimate
Knowing why they were
selected to be approached

Ability to
exercise the right
not to answer a
question or say
more than
desired
Unpressured
pace, time to
think
Comfortable and
at ease; valued,
and respected;
not intimidated
or judged
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Right to privacy and anonymity
through data storage, access, and
reporting

Unbiased and accurate reporting

Opportunity for feedback on findings
and use

Before the Interview

During the

After the Interview

Interview
Explicit and worthwhile
purpose and objectives

Clear expectations; able
to prepare for
coverage and questioning
Openness, honesty, and
ability to correct
misunderstandings

Opportunity for
self-expression
and to document
personal views
Questions are
relevant and
clear; not
repetitive
Left with
positive or
neutral feelings
about
participation

Research is used for social benefit

Source: Graham et al., 2007
To ensure that participants felt safe and positive about their role in the research, I
communicated to all participants that they could have their responses excluded from the
study at any time prior to publication.
After interviews, member checks, and initial data coding, I organized the data,
determined if there was a need to follow up with any study participants, and moved
forward with data analysis and findings. The findings of the study will be discussed in
chapter four.
Data Analysis Plan
Interviews and Observations
All transcripts from interviews and field observations were analyzed and open
coded (Saldana, 2009) within the week they occurred. According to Maxwell (2005),
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“[t]he experienced qualitative researcher begins data analysis immediately after finishing
the first interview or observation, and continues to analyze the data as long as he or she is
working on the research” (p. 95), as researchers must be able to view data and determine
where next to inquire or where they might need to extend their questioning (Heinrich,
1984). The recorded interviews were transcribed using Happy Scribe software and
reviewed for accuracy by comparing transcripts to original recordings. Once the meetings
and discussions were transcribed, they were coded first line-by-line within Happy Scribe
for keywords or phrases for initial themes of equity, diversity, social justice, culturally
responsive language, critical pedagogy, and expressions of care and advocacy.
Subsequent coding continued to distill data into categories aligned to the Transformative
Leadership Framework (Shields, 2011), using ATLAS.ti—qualitative data-analysis
software. I completed several rounds of coding as more participants were interviewed in
accordance with Saldana’s (2009) call: “There are mostly repetitive patterns of action and
consistencies in human affairs, and one of the coder’s primary goals is to find these
repetitive patterns of action and consistencies in human affairs as documented in the
data” (p. 16). Once I found similarities and differences across participants, I moved
participant comments into a grid labeled with each of the Transformative Leadership
Theory tenets to identify strong and less robust connections (Shields, 2011).
Observations of meetings and exchanges between principals and staff were
recorded on Zoom. I annotated all transcripts with one column for the date and time of
the observation; a second column for the descriptive information; and the third column
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for any thoughts, reflections, questions, or ideas that surfaced during the observations or
interviews. The interview notes followed the same format, with a column for descriptive
information, and a column for thoughts, reflections, questions, or ideas that surfaced
during observations or interviews. This structure helped further separate factual details
and follow-up questions from subjective and potentially unrelated researcher reflections
that might otherwise impact the data. This three-column structure also helped identify
non-verbal cues during interviews. It facilitated a deeper level of in-the-moment probing
to understand participant feelings about equity work.
Website Analysis
The page-by-page website analysis began with the home page and continued
through each subsequent tab. I recorded field notes, similar to field observations, and
coded by hand to identify areas of equity, diversity, social justice, culturally responsive
language, critical pedagogy, and community and advocacy ideas. The notes were
included with the interview transcripts and analyzed through the ATLAS.ti software. The
coding language for subsequent coding utilized the Transformative Leadership
Framework and grouped findings within each related tenet of the framework (Shields,
2011). This process increased consistency of coding and interpretation across all
collected data (Merriam & Tisdell, 2016), and aligned the data collection to the research
question and theoretical framework.
Once the data were collected, I went through an axial coding phase to identify the
phenomena that emerged from categories and looked at potential causes to understand
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better the impact of leadership values on the implementation of equitable and socially just
practices in the school (Strauss & Corbin, 1990). This allowed me to explore strategies
staff employed to engage or avoid equtiy work, and the consequences of those choices.
Further, I was able to construct a deeper understanding of the context and the intervening
factors that either supported equity and social-justice work or impeded the progress of the
principal’s efforts. Chapter four reviews findings and limitations.
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Chapter Four
This chapter will review the findings, limitations, and ethical considerations for
the present study. The study focused on College and Career Prep (CACP), a concurrent
enrollment school for grades 6–12 in the Rocky Mountain West. The initial data
collection included nine semi-structured interviews with the same questions (Appendix
B). Interviews were conducted with various staff members serving in different roles who
responded to the recruitment flyer emailed to all staff (Appendix E). And I conducted two
semi-structured interviews with the school principal (Appendix C). Each hour-long
interview was conducted in the second semester of the 2020–2021 school year. Most
students were still receiving instruction remotely from teachers working from home, and
some students were beginning to receive instruction at the school site with some staff in
physical classrooms. All interviews were conducted via Zoom in accordance with Covid19 safety protocols.
Staff participants included six content teachers, two of whom held additional
coaching responsibilities; two staff members who supported students indirectly outside of
academic instruction; and one instructional coach (Appendix F). Of the nine staff
participants, one was male, and eight were female. One staff member identified as
someone from a mixed-race background, one identified as Latina, one identified as
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Black, and six staff members identified as White. One staff participant was bilingual, and
the other participants were monolingual. The principal was female, Black, and a
monolingual English speaker.
Additional data were collected through observations of two hour-long, afterschool
book-study professional development sessions, a single one-hour whole staff meeting
with a guest facilitator, and an analysis of the school website.
Participant responses were analyzed by reviewing interviews and open coding for
language associated with the tenets of the framework and equity work in schools
(Saldana, 2009). As categories emerged from staff interviews, the website analysis and
field observations were analyzed for connections to the eight Transformative Leadership
Framework tenets and compared to the leadership interview data (Shields, 2011). As the
categories narrowed, similarities and differences between staff interviews, field
observations, and the website analysis were explored and compared to the leadership
interview data. Themes emerged through axial coding analysis that provided insight into
potential sources of certain phenomena (Strauss & Corbin, 1990). Examination of staff
attitudes surfaced staff strategies for dealing with phenomena and resulted in
consequences or impacts on equitable practices at the school. Also impacting these
relationships were the contexts and intervening factors, which were often challenging to
distinguish from the phenomena but were aligned with Yin’s (2009) descriptions of the
characteristics of qualitative analysis.
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I identified five themes from the data related to the research question.
Additionally, I considered how teachers perceived their principal's values and practices
and how they influenced teacher mindsets around culturally responsive work.
The themes identified were (a) equity as a Black/non-Black construct; (b) lack of
knowledge and awareness of the historical contexts of marginalized populations; (c)
moral courage for all members of the school; (d) equity as an initiative or program; and
(e) resistance to deep equity work.
Theme 1: Equity as a Black/Non-Black Construct
Transformative leadership requires an interpretation of equity that moves beyond
a Black/White binary. The school leader described whole-school messages about equity
at the start of the year, and she believed those definitions were broad and inclusive. Staff
did not report the same understanding. While staff agreed that equity was a significant
value, and the school leader cared deeply about students, staff reported a focus on
elevating Black history, as both a priority and an expectation. Multiple staff reported that
they interpreted her connections to her identity as support of Black students. For
example, Chris highlighted her emphasis on Black history, noting “[c]urrently, our
principal promotes Black history and wants it to be taught in all classes. She wants Black
students to know their history.” Selene described the principal’s focus on pedagogy: “The
principal wants people to change how they are teaching Black students.” And Susan
emphasized the principal’s priority was “racial justice for Black students,” noting further
that conversations “about data are Black/non-Black.” Pat highlighted a difference
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between what was said and what was meant in her view: “The message that is spoken is
Black and Brown kids when there are whole-group discussions, but the real message is
Black students.” However, Alicia offered a more capacious interpretation the principal’s
focus:
The principal’s values influence how we think about and interact with like our
thoughts and our mindsets and behaviors with all students but especially students
of color, underrepresented groups, minority groups, whatever the terms is that
best describes our students that are not in the majority culture.
Both principal and staff agreed that her identity as a Black female leader shaped much of
the messaging. For example, Joe noted:
I would say her leadership flavors everything. I can tell it comes from her and
through her. She seems authentic in terms of saying, “I am a Black woman, and
I’m telling you, we’ve got to be more equitable.”
However, the school principal believed her messages, while strongly supporting
Black students and the need to teach Black history, were more inclusive. She described
sharing personal anecdotes with staff to inspire and make certain the purpose of the work
at CACP was “to meet all students where they are and to provide them with
opportunities, so they can thrive as individuals in their community as adults” and to make
“school a place of belonging and home-like.” She also referenced social media and
podcasts that a small group of Black female students produce, which she believes targets
“others’ histories, too.”
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There were three distinct participant responses to the principal’s values and
practices around equity and social justice work at CACP. The first response type was
buy-in and belief that the principal’s equity and social justice agenda was influential.
These staff members provided clear descriptions of equitable practices that attempted to
support the call to focus on Black students, and in some cases, extend the work to include
Latinx students. For example, Joe noted his own growth since arriving at CACP:
We have social media for our Black students challenging that current state. Now
it’s just part of my values, but I had to learn once I came here. I realized I was
part of the whitewashed narrative of history and teaching. So, in my class, this
means students get to explore and choose what they want to discuss and get into
for the content.
Like Joe, Selene reported learning and growing her practice, noting, “I feel pushed to
think strategically about how I’m talking to students, how I’m instructing students, how
I’m learning from students, and how I’m arriving on a daily basis with them.” In her
comments, Alicia reported ways the principal helped her improve connections with
students:
The principal helps me understand how to reach out to students who might not
usually just reach out to connect and understand that the frequency and the
persistence to communicate with students might be different for different
students, especially those different from me since I am White.
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By contrast, Shenae shared her own perspective on the need for equity and how both
teachers and the principal are powerful models for students:
I'm okay that we are offering a lot of lead by example. And that's something that
she has done since [Janice] took over. Black Excellence is a state of mind and a
movement. I think the main thing is to have kids see that they are in control of
their own volition, that the sky is the limit, and that they need to be empowered by
the teachers, creating safe spaces for them to find what their excellence is, right?
That excellence and being confident in yourself and being able to go out and be
agents of change does not mean that you have to be a master of algebra or that
you need to be able to perfect the, you know, the five-paragraph essay. There's a
lot of ways to see yourself as being successful and to provide as many
opportunities and routes for kids to be able to see that within themselves and
celebrate that, right?
Finally, Selene highlighted ways in which racial justice for Black students also impacted
Latinx students:
Changing what we do for Black students can help all of our students feel safe and
feel validated. This is not just Black like it really is our Latino group too. They’re
dealing with systems of oppression too, but when we look at that, we have to look
at the dismantlement of systems and policies that are there, that are outdated, and
we have to ask those questions that challenge those systems.
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The second type of response was from those who expressed some buy-in but were
struggling with implementation at times. Betty reported incremental change and
expressed concern about whether she’s living into the model:
I definitely see, like, more of an alignment of what is focused on now and how
that aligns with her values. And so, with that, I feel like my own programming
and practice, like I don't want to say there's been a humongous shift, but I think
there has been a little bit of a shift of where we were before versus where we are
now and how we do our job. But when it comes to, like, my own practice, even
though I feel like I'm trying to make some changes to my practice, I just don't
know if it's like hitting the mark or the target.
Susan went further, reporting frustration and overwhelm, as the work of educators
continues to grow:
I am trying to implement changes to equity in curriculum and practices, and
beliefs, but it all feels overwhelming. The way public schools are set up is there’s
not a lot of bandwidth to make substantial changes because teachers don’t have
enough time because it’s all put on teachers.
In his comments, Brock expressed both a reluctance to adopt these practices and
discomfort in doing so because of his Whiteness and privilege:
I am not sure how to talk about race. I don’t know much about social justice, so I
am willing to listen to students’ comments, but I am not comfortable commenting.
I fit a lot of the checklist items of the oppressor.
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The third response type was rejection of the approach, based on the student body
and perceived misalignment of a focus on Black students within a largely Latinx
population. Chris insisted that Janice’s focus entirely on Black students, noting, she “may
be open to all students learning their history, but not as a driver of the school
culture…Her concern right now is Black history and Black students.” Pat pointed out the
large numbers of Latinx students at CACP and how they might feel left out of racial
justice conversations focused on Black students:
When you have such a huge Hispanic population at your school that has also had
their own issues in this country, they are also feeling things and getting those
messages feeling like, you know, they’re not important, they don’t matter. They
can’t amount to anything. That is the majority of our students.
The website analysis showed that there were a majority of Black students’ photos
on the site, primarily female. On the page that showed different affinity groups, Black
female students represented the page. In some images, photos depicted a mix of student
racial representation and gender. However, the page reserved for special-education
services content was the only page containing a photo of a child with a visible disability;
the student depicted was being helped by a staff member in a classroom.
The page that lists affinity groups did not have any images, content, or labels for
students who might belong to an LGBTQ+ group. The tab for the Gay-Straight Alliance
did not have content and under “program information,” information was listed as
“coming soon.”
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Theme 2: Lack of Knowledge and Awareness of the Historical Contexts of
Marginalized Populations
Issues of equity and access in education vary across racial, socio-economic,
gender, ethnic, linguistic lines, as well as and sexual identities, disabilities, and
citizenship statuses. Defining equity through a binary racial or gender construct silences
the voices and experiences of minoritized groups, staff, and students. It creates a false
notion that racial backgrounds are the same as other identities and marginalizing
experiences. At CACP, a binary construct contributed to the idea that some marginalized
groups simply did not exist at the school, or that equity for one group would translate to
other groups. For example, when asked about LGBTQ+ students, Pat replied, “Oh, is that
the gay thing? I’m pretty sure we don’t have any gay students here.” She then described a
flyer she may have seen that encouraged people hire gay staff and claimed there was no
staff she was aware of who identified as gay. Selene shared her frustrations about
historical constructs of oppression and the need for White staff to shift Black focus to
include everyone:
There is a need to address this on many levels. I see and hear teachers mentioning
some students by their identities, but always in opposition to the work that could
be made with Black students. If teachers can change practices for Black students,
then those will lead to the practices that the teachers have with all our students.
We say this about ELLs, right? Why can’t we say this about Black students?

64

While she eschewed LGBTQ+ presence at CAPCP, Pat described her frustrations and
experiences as a Latina with “no leadership acknowledgment of other groups and
populations.” She explained how that hurt her as a woman who is not Black or White.
She felt doubly wounded every time the struggles of different groups were not
acknowledged:
For Black History Month, there was a lot of discussion, but for Hispanic Heritage
Month, and with almost exclusively language learners, every one of those groups
asked where the celebrations were for them. Students asked me why they don’t
matter. And it’s not like they’re saying, “No, we should have it instead of them.
It’s just we want to matter too.” Trying to convey that message to leadership at
our school across the board, it seemed to always fall on deaf ears.
These messages contrast Janice’s stated the values and actions, who “wants staff to feel
valued and supported and have tools to do the work” and who acknowledges how staff of
color are impacted differently than White staff, especially during protests for racial equity
and during times of increased violence in the community near the school. The principal
acknowledged how different political and social events impacted staff of color and
created stress or trauma. Still, participants did not express their identities as shapers of the
equity work from their own experiences and positionalities.
Additionally, all staff participants, except for the principal, spoke about students
by referring to them by a racial, linguistic, or special education identity in response to
meeting needs or solving problems around their identities. There were no asset-based
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exchanges about students. Students were referred to by educators and assistant principals
in the professional development sessions as these kids, SpEd kids, poor kids, SpEd
students, behavior kids, center kids, SEL kids, ELLs, and trauma kids. The assistant
principals did not redirect staff to use person-first language or remind staff to speak about
students from an asset-based mindset. Likewise, assistant principals did not use personfirst language in their facilitation.
The website affinity group page showed a group of Black female students in a
video, describing how they seek to disrupt negative social stereotypes about Black
females. By contrast, the Latina group video showed students who sought to create a
sisterhood across middle and high school.
As staff spoke about students, there was a consistent, surface-level
acknowledgment of Black and Brown students as members of the school community.
Still, no staff referenced any other groups during their interviews unless I asked
specifically. When I pushed for what different groups of students might need beyond
considerations of their race alone, responses were consistently about math achievement,
as Joe noted, “making sure they pass algebra,”—a strong determiner for graduation.
Brock, a White staff member, noted:
I just have to make sure students are engaged online during the pandemic. That
came from my mentor. I want diversity in the work, but I don’t want to offend
anybody. I would not have that conversation [about racial events in the news] if I
would not have gotten that email school counselors sent scripted messages for
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staff to share with students about police killings in the news]. I might have left it
alone. I mean, the email itself had language about how to talk about it and what
was appropriate.
Overall, staff actions were described with deficit mindsets and as if the teachers needed
to adjust assignments, requirements, and grading policies to create successes. As a coach
observed:
We talk a lot about understanding and knowing our students, which would be like
their strengths and the struggles that they’re facing. Ideally, it helps support them
in learning and achieving. I think the reality is that sometimes it lowers the bar. It
just gives teachers a way to have lower expectations.
It was not just the lowering of expectations that was concerning. There was an overall
sense that the complexity of identity was not explored and the social justice focus was
about empowering Black students. As Chris noted, there was little attention paid to
diversity beyond the work around elevating Black history for students and how her
awareness of this shifted over the year:
We don’t talk about this, but we have staff with lots of different backgrounds that
I think go underappreciated and completely unexplored. I value diversity, but I am
in a tricky spot because I see equity and diversity very differently. Here it
evolved into a Black-focused idea at a school that serves a more diverse
population. I think I have gone through a metamorphosis, and like I may have
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outgrown this space. It is not a value judgment against individuals. I evolved, and
I am ready to do something different.
Theme 3: Moral Courage for All Members of the School
Modeling moral courage is an essential component of transformative leadership
that supports equitable and socially just practices in public schools. However, moral
courage cannot be exhibited by the leader alone. An essential aspect of transformative
leadership must be the call to build moral courage within organization members, even if
messages about equity push for an expansion of the leadership’s conceptualization of
equity. We cannot elevate one group's voice, while coaching to shape or downplay the
message of another group; or, worse, silence or fail to acknowledge the experiences of
another group.
The principal described, with pride, moments when her Black female students
were in the public eye, when students or parents speak at staff events, on when the CACP
student board speaks with the district school board. She has worked tirelessly to elevate
the concerns of her Black students. She has advocated for change in curriculum,
increased funding for the specific social and emotional needs of students in the building,
and openly shares personal experiences grounded in her own identity as a woman of
color. Her own courage to challenge the district status quo and support her Black female
students through her position has had positive results for those students.
In contrast, staff participants who did not hold additional leadership roles or
responsibilities did not feel empowered to speak or advocate on behalf of their students or
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themselves, especially if they were staff of color. Pat reported, “There is a sense that if
teachers bring up other marginalized groups, the principal feels personally attacked or
dismissed. It can be difficult as a staff member to know how to advocate for our
students.”
Other staff described experiences of trying to build onto equity and social justice work
but feeling shut down, as Chris noted:
The principal’s conversations about how people talk about students are more
reactive than proactive. When I say that equity is based on instructional practices,
she [the principal] says, ‘Well, what about Black history?’ Black identity is
important, all identity is important, but as far as I am concerned, we have a lot of
work to do on rigor and high-quality instruction. And so, I think any time I am
taking away from that is a disservice to our students.
However, staff with some additional responsibilities often reported feeling trusted to do
what they thought was right within the sphere of their content or their other duties. None
of them described ongoing conversations or checking back about their actions but made
assumptions that they were okay. It was not clear how they measured the efficacy of the
choices they made.
Another staff member who held additional responsibilities at the school and
worked closely with the principal, reported that she could only advocate for students to a
certain degree with non-Black staff. She described feeling as though being silenced or
told to “tone it down” was the principal’s way of not letting her passion get the best of
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her. She appreciated that someone would want to look out for her and offer that kind of
“protection,” but she felt it came “at a price.” Selene explained:
The [White] people receiving the message—I am finally learning now—that when
you make White people feel uncomfortable, either they pull you in to understand
or they push you out; and when they push you out, they silo themselves from the
work to be done. I never really see them again. They don’t come and try to center
themselves in the conversations or center themselves in the vulnerability of
asking, “How do I do this?”
Selene also described feeling as though her authentic voice and her choice of words were
either silenced or discouraged, when her message was emotional or related to personal
experiences of oppression or micro aggressions she experienced as a Black woman:
I know she [the principal] has to speak to different people outside of the school to
promote what we are doing and to get the district to buy into this work too. When
do we reach a point when we don’t have to buffer the messages anymore? I have
been doing a lot of this work around supporting our Black students, and our
[district] leaders have started using the term BIPOC. Is that to make it more
comfortable?
She described understanding that her principal supported her. At times, she felt she could
speak her mind from her personal experiences and even felt “protected” by her principal,
who would use different phrasing or rephrase the message. She also felt that if what she
had to say made someone uncomfortable or if she appeared angry or passionate, she was
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held accountable by a White assistant principal. She explained that it felt like “people get
to act out the angry Black woman, when I am just frustrated or passionate or speaking my
truth or telling my story. No. I get told I need to change my approach” (Selene).
Theme 4: Equity as an Initiative or Program
The call to become a more equitable and socially just public school cannot be
approached as an add-on program or initiative. It runs the risk of becoming a rote list of
surface-level actions that do not support profound shifts in teacher mindset and practices.
The work to increase equity on behalf of all marginalized groups must be intentional and
carefully implemented to allow leadership to continually connect with staff about
ongoing actions and ensure there is a positive impact on all marginalized groups.
One teacher reported that the previous year’s equity book-study made her want to
do a better job. Initially, she was given some next steps she was excited to implement, but
then there was no follow-up support. The new group only included those in leadership
positions. No one was sure why they were no longer included. Betty shared:
Equity is a district core value, so the district dictates what that looks like too. The
social justice night projects were an expectation, so people were doing them, but I
am not sure that everyone really did it and not sure what the outcomes were from
that work. Sometimes that just happens with our equity team since it became just
a book study.
While the school leader modeled values of social justice as empowering students to act
and elevate their voices to places of power and decision making to increase awareness
71

and make change, the social justice projects staff created with students were more about
getting parents to see a project idea students created. Staff described the event as a night
to get families into the school and the purpose of projects and potential to increase power
and access for minoritized populations was not mentioned.
Across all of the staff interviews, there was a consistent mention of the
expectation to conduct porch visits, make calls home, and listen to the podcast put out by
a group of students. Various tasks included checklists, activities, book study assignments,
classroom decorations, or tasks related to equity work. Staff could not name any areas
where these tasks resulted in equitable practices, but they were tasks intended to be part
of equity work. As Chris shared, “The work we do around identities of students and staff
is very surface level and that kind of where a lot of it lays.” And Pat noted, “Restorative
practices were supposed to be something we could be involved in, and then different
decisions were made.” She noted further that none of the work was revisited, and they
were “onto the next thing.”
Another teacher, Susan, described how teachers viewed equity work concerning
their other work: “Teachers see equity as competing with academic and social-emotional
needs of students. So, it’s hard to get them to want to do things.” She described what her
content area was doing to support equity: “We are focused on changing books away from
Black suffering. We are finding authors who are Black, so students can read Black
authors.”
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During the book studies, I observed that teacher conversations about the text and
their grading approaches were all related to the time efficiencies, the decrease in their
workload around grading, and the potential to make students feel better by getting better
grades. There was no mention of the practices and their relation to equity, social justice,
post-secondary readiness, or academic excellence. Instead, the focus was on increasing
grades. There was no mention of an increase in student content or standards proficiency
in either group. The conversations remained technical and focused on physical
implementation in the district computer system. The protocol questions posed by the
facilitator created were about implementation expectations and support to enter grades
and decide which assignments to grade.
Theme 5: Resistance to Deep Equity Work
Transformative leadership can only move the needle on equity and social justice
issues if leaders commit to direct and uncomfortable conversations and clear actions to
increase equity. Issues cannot be decontextualized to suit comfort levels of White staff.
Further, leaders must empower all staff to hold one another accountable to equity and
social-justice work, even when it makes White staff uncomfortable. If leaders are
unwilling to create spaces where White staff are vulnerable and accountable, there will be
no progress forward. As Selene noted:
Conversations aren’t happening because it forces White people to be like, hold on,
wait a minute, maybe these things that I’m doing subconsciously and having to
admit wrongful acts to our students for or even just to a culture. And it’s almost
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like, I can’t blame you for doing what you don’t know that you’re doing. But now
that you know, ok, let’s talk about what’s going on here. Are you doing this
because this is what you feel is right? And if that’s the case, then this probably
isn’t the space you need to be in.
Janice describes her work around resistance to deep equity work with staff as having
empathy and patience balanced against the bigger picture. Sometimes she had
challenging conversations about the work. This can anger or frustrate people, but she tries
to reason as best she can. She notes:
You have to remind people what’s at stake and remind them of the purpose and
the reason that brought us all together. Sometimes, you have to unapologetically
say, this is what I do, and this is what it is. I try not to judge. I did not raise you. I
do not know how you grew up. I try to be patient and help people come around.
She describes her support of teachers and how hard it can be to hold people accountable
or speak directly because of her own identity. She crafts her comments and messages,
even being careful to “watch the body language of the people,” noting how her ideas “are
being received.” She worries about reactions of those who do not understand equity work
or see the need to focus on the histories and experiences of Black students. The stress of
these concerns contributes to feelings of job insecurity for taking these risks. She
explained her messaging strategy and how it relates to her racial identity:
There is a timing and a trajectory. And you know, that is kind of what it’s like
working for a Black female leader. Most of my assistant principals are not Black,
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so they know that we talk about it frequently so that they can understand where
I’m coming from when, you know, things have to be done the right way. I have
always shared that there’s a stigma out there that when you look like me, you
have to work twice as hard as your other counterparts. And, unfortunately,
because your principal is Black and female, that means you get to work twice as
hard right along with me.
CACP has nearly 100 staff members, so circling back to ensure that equitable practices
were implemented became a factor in whether White staff opted out of the work or
performed more surface-level tasks only. For those seeking to deepen equity work, this
was frustrating. As Chris noted:
Equitable instruction is multifaceted and includes understanding your own
privilege as an educator, and for me, a White educator. Discussions about data are
racial breakdowns as part of an equity experience, and coaches follow up, but
completing a data task and implementation or internalization of culturally
responsive practices are two different things.
Chris described working with teachers willing to complete a task or write up. Still, she
felt they were unwilling to deeply consider how they teach or believe about students from
backgrounds different than their own. She described people wanting to believe they hold
no biases; thus, the progress they needed to make stalled.
Another staff member described seeing a group teacher chat in which White staff
shared photos of people of color to put on their classroom walls. Janice asked staff to
75

display images of people of color in their classrooms as role models for students of color.
Selene, who is a woman of color, was disheartened to see White staff miss the
opportunity to learn about different historical figures and instead reframe the task as
something to cross off a checklist. She explained her frustrations:
No one said anything about how crazy this was. They clearly did not get it, and
don’t see how important it is to be able to talk about those people and know who
they are so they can teach the students. How can you teach here and do that? If I
say something, then the focus is on how I said it and not what they should be
doing for students.
Pat shared similar frustrations, noting, “I feel like I am not able to advocate or hold others
accountable to the work the school is doing around equity.” Furthermore, Selene calls out
unconscious bias as driver of White staff resistance:
There is some unconscious bias for White people receiving a message from a
Black educator who is advocating for Black students. For some reason, and I have
yet to figure it out, it’s like a weird science that has no easy solution.
For White staff members, like Brock, avoidance is a viable strategy:
I just stay away from participating in those kinds of discussions. I’m not sure how
to talk about race. I know students’ living situations might not be stable or they
work or watch a sibling and that’s really difficult.
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Chris described problematic “colorblind” approaches to students as a homogenous group.
She offered that White teachers did not explore how being White and teaching students of
color might impact the student experience:
Students’ identities outside of Black are not explored the same ways. We do a
good job here of understanding and validating students as learners, capable
learners. In any school, what is talked about is what’s most important. Where time
is spent and what’s consistently discussed is what’s most important. So, if we
didn’t talk about it this year then we weren’t doing it this year.
Furthermore, Selene highlighted a general discomfort with addressing issues of Black
students directly and specifically:
For some reason focusing on Black kids is uncomfortable. So, once you begin to
say, well, these practices will also help with this group, then they’re like, ‘Oh, ok,
so we’re helping BIPOC. Then it’s great.’ It’s like you have to take being Black
out of it.
During the professional development book study, all participants made agreeable
comments about the book and the ideas proposed. There was no deeper exploration of the
topics and no pushback or disagreement. Those who admitted not reading the text were
not held accountable for the reading, and many joked about it but discussed the concepts
anyway. The assistant principal facilitating did not consult with White staff about how
their dismissal of the work might impact the students of color who attend the school.
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Limitations
The coronavirus pandemic and Black Lives Matter movement had important
implications for this study. Disruptions to school-year routines and shifts to remote
teaching and learning had immeasurable, complicated, and far-reaching repercussions.
The Black Lives Matter movement and the implications of multiple deaths of innocent
Black citizens elevated inequity and social-justice issues in various settings. This
disruption heightens the urgency of leaders’ actions and can create additional pressure on
the school culture included in this research.
One of the limitations of this study was the ongoing impact of the Covid-19
pandemic on traditional in-person learning in public schools. The school year was at
times partial or fully remote, and the technical components of the school year often
shifted without notice. Principals and staff navigated the unfamiliar structures of remote
learning for students and created new education processes that had to be renegotiated
when students returned to in-person learning. These shifts continued over the year as
health guidance shifted.
Other limitations of the study were relatively short interview and observation
periods for observing interactions between the principal and staff members, as well as the
lack of access to classrooms or physical teaching environments. The duration of the
observation period was a month during the winter. It would be reasonable to infer that a
more extended period of observing across the entire school year with its unique and
timely characteristics might enrich the information collected. Various tasks in any school
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environment are directly connected to specific periods in the school calendar, impacting
teachers' and leaders' workloads and school days. There are assessment windows,
conferences, report cards, and community events at different times. These events impact
the physical, emotional, and psychological capacity of staff and shape principals' work.
Additionally, a more extended time could offer additional opportunities to observe
various interactions and tasks. More time could deepen the understanding of how and
where equity work might occur and be prioritized to illuminate further how values and
practices impact equity across the building.
My positionality is a limitation because I am female, White, and work in school
leadership. Thus, interpretations of data were made through a racially privileged lens,
with a potential bias in favor of female leadership, female leadership attributes, and
attitudes. Furthermore, as someone in a school-leadership role, the interpretations I made
about interviews and interactions between principals and staff could have been biased in
support of the ideas and actions of those in positions of leadership. It is essential to my
interpretations' accuracy that I verified the transcripts with research study participants.
This helped address specific comments that entered the discussion, and how they were
interpreted to create an authentic representation of participants’ experiences (Rapley,
2007).
Another limitation of this study was that interpretations of the principal’s values
and staff practices were gleaned from remote observations. Participants described their
practices and mindsets, but I could not see them directly working with students. Also, the
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remote interviews may not have yielded the same comfort and trust desired between the
researcher and the participants that might have been cultivated in a face-to-face
environment. The remote interview structure adhered to state Covid-19 public health
mandates for in-person contact.
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Chapter Five
Transformative leadership as a theory of action, requires that two issues be
addressed: “The first related to the individual achievement and the second to the
collective welfare of a democratic society” (Shields, 2020, p. 3). Transformative
leadership work was in the early stages at CACP, and while there were efforts benefitting
some student groups, there were areas requiring a great deal more attention and intention.
For school leadership to be transformative, the mandate for equitable and socially just
practices must include all students from all marginalized populations in our schools
(Shields, 2018). This study empahsized the need to include staff from all marginalized
backgrounds as well. We cannot construct more equitable and socially just knowledge
frameworks if we only consider perspectives from a small portion of students and/or
staff. Furthermore, we must deconstruct damaging existing frameworks, which at CACP
meant addressing deficit-based mindsets about students and their families, and directly
dismantling false ideas about gender identity and intersections of LGBTQ+ students and
race. Finally, the need to redistribute power is essential to building a school community
of students, staff, and families that can work together to address equity and social justice
concerns within and beyond the walls of the school.
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Several leadership values and practices at CACP aligned to varying degrees with
tenets of the Transformative Leadership Framework (Shields, 2011). Those values and
practices created spaces for intentional equity and social-justice initiatives at the school.
However, in alignment with district mandates, and in support of the students who
initiated the focus on Black students, this work was focused on the academic achievement
of Black students and the economic needs of families in the community. Instead, the
principal’s attempts to elevate the socio-economics of the community fostered deficitbased mindsets about students and families, and inhibited teachers’ appreciation of
cultural values that differed from their own.
The themes that emerged in the course of the study were interconnected (see
Figure 5.1) and indicated specific places where the work could be strengthened,
supported by the leadership of marginalized voices, redesigned to be less task-driven, and
more directly messaged and monitored by the principal to inform and enhance the
consistency of the work and maintain the strength and impact of her vision for equitable
and socially just practices. These efforts could strengthen schoolwide alignment to the
Transformative Leadership Framework (Shields, 2011) and more positively impact the
experiences of marginalized groups within the school.
Building alignment to something as rich as the Transformative Leadership
Framework (Shields, 2011) is essential because principals can continue to build on it to
elevate student voices to increase equity. Like the principal at CACP, they may leverage
their own identities and inadvertently narrow the focus of the work to the exclusion of
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other marginalized groups. However, a shared vision of equity and social-justice work
must exist across all positions within the organization (Senge, 1990), which allows
responsibility for the work to be distributed and built upon from a variety of perspectives.
To disrupt historical and systemic racism in our schools, we need transformative school
leaders (Shields, 2010), who see their work as advocacy and activism on behalf of all
marginalized groups, including staff. This advocacy must begin with the principal’s
moral courage to facilitate clear and direct discussions with staff about the harmful ideas
they hold about different groups of people, and how those biases impact their ability to be
culturally responsive educators.
Figure 5.1 Model of Interconnectedness of Themes

Note: Leadership defined equity work as a Black/non-Black construct. This led to
resistance and equity work viewed as an initiative. As long as equity work remained a
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surface-level checklist of items, resistance continued. The lack of knowledge of
marginalized populations created a lack of moral courage and some resistance by White
staff. It led participants to work with equity at a superficial “initiative” level.
This chapter analyzes study findings through the tenets of Transformative
Leadership Theory (Shields, 2011) and revisits literature that explored (a) the work of
school leadership as creators of visions and positive school cultures, (b) instructional
leadership for culturally responsive teaching, and (c) leadership as advocacy and
activism. This discussion would not be complete without exploring the contexts of staff
experiences of leadership values and practices, and considering the intervening factors
that appeared to impact staff mindsets and the implementation of equitable and socially
just practices.

While principals are often viewed as the most influential drivers of school vision,
culture, and improvement (Fullan, 2003), other leadership roles can impact the work in
schools (Berg, 2019; Leithwood et al., 2009). At CACP, there were opportunities for
those in coaching and other leadership roles to support equitable practices. While
effective pedagogical practices have a high degree of influence on student achievement
(Darling-Hammond, 2000a, 2000b), culturally responsive practices have the potential to
shift educational outcomes for marginalized students (Gay, 2018; Duncan-Andrade &
Morrell, 2008).
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Tenets One, Two, and Three: Themes One and Two
Janice is deeply committed to equity and social justice work. She is also a strong
supporter of Black excellence and the district curriculum efforts around Black history,
which resulted from her work with a group of Black female students. It was evident in
conversations with her that the social and emotional well-being of her Black students
weighed heavily. Her deep sense of responsibility and care for the physical and emotional
safety of those in the building—students and staff—did not go unnoticed. Staff
participants frequently expressed their appreciation for her dedication and funds to
prioritize student social and emotional needs. Many participants understood her
perspectives and valued her stories and experiences, but found the definitions and actions
around equity limited support to Black students in a school whose student population was
58% Latinx.
Ongoing messages about Black students created mixed feelings for some and
caused some non-Black staff of color to report that they could not recognize themselves
in those messages. Further, these staff members also described daily interactions with
students, notably male Latinx students, who felt their marginalized experiences were
unrecognized. In this way, the leadership framing of equity and social justice as a
Black/non-Black construct inadvertently fostered a lack of awareness for needs of other
minoritized groups in the building. For LGBTQ+ staff and students, the construct created
a misconception that they do not exist at CACP. These inaccurate and harmful erasures
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by White staff need to be deconstructed and addressed directly so student identities can
be seen and valued.
For students with an individualized education plan (IEP) or with social-emotional
needs, there were references by staff that indicated these students were defined solely by
their diagnoses or placements in supportive programming, which does not acknowledge
intersections and complexity student identity. Such deficit-based expressions and the
resulting descriptions of practices directly oppose transformative leadership efforts to
promote equity and social justice (Shields, 2018. The principal must address these
misconceptions directly to elimate deficit-based thinking about students before she can
construct different knowledge frameworks that value student funds of knowledge (VelezIbanez, 1983). Further, the principal cannot address power imbalances or increase access
and opportunity if there is no acknowledgment that those groups exist (Hollins & TorresGuzman, 2005). Once there is a deconstruction of deficit-based knowledge frameworks,
principals must follow up with clear and direct coaching to support access and
opportunity on behalf of those groups (Darling-Hammond, 2017; Gay, 2015). Further,
students should not be relegated to one-dimensional identities based on school labels
which foster deficit mindsets about closing gaps and meeting needs defined only by
standardized measures of academic achievement (Au, 2020).
Leadership values around equity and social justice were the intended drivers of
the principal’s messaging to begin the school year and in ongoing communication with
administrative staff, particular service providers, and instructional coaches. In this way,
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Janice set the tone for profound and equitable change by stating to staff her unwavering
values and beliefs about the importance of equity and social justice work clearly and
directly. Throughout the school year, she shared personal stories to connect with staff and
personify the work. She openly spoke about her deep care and concern for the safety and
futures of the students; staff participants reported this as well. However, some
participants seemed to view the school as “her school,” which connected to her identity
as a Black woman but also her identity as the school leader. For some participants, their
desire to support Janice conflicted with their need to advocate on behalf of other
minoritized groups. For other participants, there was a lot of language about who was and
was not part of ther administrative leadership team. Staff viewed these people as those
closest to Janice, and therefore the only ones allowed to share ideas, elevate concerns,
and push back when they felt conflicted. Some of this distance and disempowerment was
evident in the intervening factors that surfaced in the axial coding phase. Participants
described a “closeness” or “lack of access” to the principal and did not view themselves
as part of the decision-making process; thus, they did not express their feelings about the
focus on Black students. The result was that staff performed the tasks asked of them, but
again, attitudes and mindsets were not changed and the surface-level actions rarely
connected to teaching practices.
As the principal, Janice’s practice was to encourage staff to see Black students
through an asset-based mindset, recognize their potential, and consider how they show up
as White staff serving in a diverse environment. However, what surfaced in many
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participant comments was a misinterpretation of the principal’s efforts to create
relationships with students. Instead of an opportunity to connect, staff believed they were
helping the poor, disadvantaged children by performing required acts of service. Further,
staff viewed their “porch visits” as a way to understand how much less these families had
when compared to themselves; this is the opposite of Janice’s intention and reinforced
what Shields (2020) refers to as an implication that “theirs [students’] is a kind of
negative or lesser sub-culture” (p. 44).
Staff mindsets became about performing specific required tasks to overcome
deficits related to perceptions of poverty, student trauma, and lack of family support—
what Capper (2019) describes as, “charity not justice” (p. 59). Further, the tasks teachers
performed were regarded similarly to other district initiatives that had come and gone
over the years. Equity and social justice work was not approached differently, which led
to many staff dismissing it as a checklist to complete (Oakes & Rogers, 2007). Staff
understanding or acknowledgment of student funds of knowledge was not evident in the
observations of professional development discussions or the participant interviews
(Velez-Ibanez, 1983). Further, staff participants did not report specific changes to
pedagogical approaches beyond personal relationships with some students or required
communications with families; thus, the more profound shifts toward increasingly
socially just mindsets and equitable practices were not evident.
Janice attempted to address student-staff power dynamics within the school by
elevating Black student voices and community member voices at staff meetings and
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during professional development. She also promoted the voices of her Black, female
students at the district level and beyond, through the ongoing podcast presentations these
students created. While some of the podcast content attempted to address broader issues
of equity for other minoritized populations, there was not a pronounced focus on other
marginalized groups in the building; and other marginalized groups did not produce their
own podcasts. Staff interpretations of this indicated that this reinforced the idea that
Black students were the focus of equity work at CACP. However, even within the focus
on Black students, there was no discussion of how teachers could elevate student voices
and choices in the classroom. The only participant who mentioned such shifts was
receiving district-level coaching—a benefit the principal and her fellow teachers did not
have. Thus, addressing and shifting power imbalances in the school was siloed.
While Janice approached conversations about equity and social justice directly in
whole-staff settings as foundational facets of the school identity, another aspect of
teacher mindset surfaced during conversations with White staff members. When staff
spoke about students and families in broad and general terms, I probed about students'
intersectional identities. In those exchanges, there was a lack of awareness that racial
struggles were different from other types of struggles. The specific needs of diverse
populations of students, the historical contexts of different people, and the
intersectionality of student and staff identities were not discussed in participant
interviews or book-study meetings. There was a general lack of awareness of how
intersections of identity shaped experiences of minoritized students and staff. When
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asked directly in follow-up questions about multiple identities, participants were unable
to speak to those experiences. Students were referred to by staff participants and bookstudy participants by one label or another. This singular-identity issue aligned with
reports from staff participants of color that they did not feel their identities shaped their
work at CACP or equity conversations between staff of color and White staff.
Context and Intervening Factors
The context for most of the principal’s direct messaging to staff for equity and
social justice work was during whole-staff meetings. This was important because Janice’s
vision for the work was otherwise communicated during data meetings with different
department leads, during observations with instructional coaches, or in meetings with
administrative team members. Teaching staff members without additional responsibilities
reported having no direct or consistent interactions with Janice about her vision for equity
and social justice at the classroom level. While some staff reported having the autonomy
to make their own equity-based decisions or to infuse social-justice instruction as part of
their content, others were unsure what to do beyond making required phone calls,
repeating verbiage emailed to them, or hanging photos of people of color on bulletin
boards. Participants reported that conversations in data meetings were typically about
math progress as a determiner for graduation, numbers of students failing required
courses, and numbers of students on and off-track to graduate. Specific ideas about
culturally responsive instruction and elevating student voice and choice to positively
impact students’ academic achievement or examining teaching practices through a critical
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lens were not addressed in these meetings (Gay, 2018; Duncan-Andrade & Morrell,
2008).
It appeared that those who worked closely with the principal or were part of the
teams with which she met for more direct discussions about equity and social justice were
more aligned with her values about equity, but may not have been able to expand that
alignment into coaching or support of others. Those with coaching responsibilities who
reported directly to the principal spoke clearly of equity work as an essential factor in
their daily work. They described relationship building with students and families as
necessary for supporting students, instead of framing communicating with students'
families as a directive. Those who were distanced from her in their daily work and not a
part of the administrative team described almost being fearful of approaching her with
ideas or described times they felt shut down, ignored, or dismissed.
In some of these exchanges, those in coaching roles reported that they would shift
some messaging to make it more comfortable for teachers or more aligned with what
they, as coaches, believed to be more critical areas of focus in the school. This may also
have been because they felt uncomfortable as White staff messaging certain information
about equitable practices to their White peers (DiAangelo, 2018; Earick, 2018), or
because they lacked understanding of different cultural backgrounds (Hollins & TorresGuzman, 2005). In this way, the distributed leadership may have interfered with the
principal’s intentions and prevented teachers from accomplishing goals that Janice set for
the staff (Leithwood et al., 2009). These shifts by coaches and other administrators were
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in opposition to the principal’s desire for teachers to consider how their teaching and
relationships with students impacted student engagement. As Leithwood and Jantzi
(2000) observed, “more leadership actually detracts from clarity of purpose, sense of
mission, sufficient certainty about what needs to be done to allow for productive action in
the school and the like” (p. 61). As a result of different messaging, it was not clear how
teachers were challenged to shift their mindsets about equity or adjust their pedagogy in
the classroom. It was also unclear what impact the principal’s values and practices could
have had on these staff members, had the messages and discussion come directly from
her.
Just as other leadership roles impacted individual coaching, it was interesting to
note that in observations of professional development work, there were missed
opportunities for those in leadership and coaching positions to expand the focus of equity
work to include other minoritized groups of students. There were also missed
opportunities to redirect negative or deficit-based comments and ways of labeling
students. Further, those meetings were opportunities for those in leadership or facilitator
roles to expand the notion of identity at CACP to include more robust understandings of
intersectionality. Instead, those in leadership roles focused on agreement with the bookclub text or types of data gathering to support the grant work. No one was observed
challenging deficit-based ideas or misconceptions, stereotypes, redirecting staff to assetbased comments, or modeling person-first language. This is important because Janice
prided herself on being in close contact with her leadership team to ensure alignment
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around her equity values, and she was convinced her efforts created consistent
messaging. She spoke clearly to times she addressed deficit mindsets about students with
the whole staff and her attempts to model how she talks about students and equity work.
Janice’s work to create strong alignment between her values and her leadership team was
an essential component of her practices, intended to disrupt biases and resistance to antiracist work at CACP. She presumed that the administrative team shared her messages
directly and consistently.
Tenets Four, Five, and Six: Theme Four
For a leader’s values and practices to impact the implementation of equitable and
socially just practices at a school, the expectations for practices and how they are
implemented must be connected to specific equity outcomes for students. This must lead
to students feeling “cared about and cared for and culturally responsive, engaging, and
empowering learning opportunities in contexts that provide supportive relationships and
community” (Darling-Hammond, 2017, p. 137). Further, leaders need to be sure that staff
understand the connections between the tasks they are asked to complete, and the
potential impact on the students' futures and the communities they serve. Participants in
the study often referred to tasks and directives about equity as part of the other initiatives
they saw come and go in their careers. There was a willingness to comply, but the lack of
understanding about the potential impact for students seemed to imply the tasks were
stand-alone; and doing them, or not, had no consequences for staff or students. This
aligns to what Oakes and Rogers (2006) noted about equity work that is framed
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identically to other school initiatives. The equity work runs the risk of merely identifying
problems, but never moves forward to impactful solutions because the deeper biases and
negative assumptions about marginalized groups goes uninterrogated.
Staff participants shared lists of tasks they were required to complete. They
referred to their book study as part of their work toward a more equitable school, but it
was unclear to them how the book study would change their mindsets or biases and
impact equitable practices. In essence, staff engaged with the text, but there was no
critique of the text or the ideas proposed about grading, and no interrogation of their own
pedagogy (Duncan-Andrade & Morrell, 2008). For example, the White staff with
teaching duties mentioned that they displayed photos of people of color in their
classrooms, but they did not describe how this would promote equity and social justice.
There was also no discussion by White staff about how those tasks or directives would
positively impact students, or the purpose of specific tasks as an essential component of
their pedagogy as White teachers serving students of color (Darling-Hammond, 2017;
Duncan-Andrade & Morrell, 2008; Gay, 2015, 2018). Tasks described during staff
interviews did not result in asset-based descriptions of students, the community, or detail
the potential impact of such tasks on students as citizens in a democracy or more
significant social-justice issues. However, teaching staff of color expressed frustration
that hanging up pictures of famous Black leaders was not an effective way to compel
White teachers to interrogate their own biases. They were displeased that White staff
were not accountable for knowing the histories of the people they displayed, nor were
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they asked to reach beyond frequently cited figures in Black history. In this way, hanging
pictures of Black historical figures was a task many teachers could say they completed,
but it did not meaningfully impact equitable and social-justice practices.
Participants discussed how initial communication about required tasks were
messaged as part of the school identity as a place of equity and social justice, but then
follow up and accountability for instructional work ocurred only intermittently, if at all.
Participants who felt they complied with task requests were frustrated because there was
no follow-up or consistency around the expectations as ongoing work within the school.
There was no sense that ongoing, deep work around teaching practices was expected,
consistent, or revisited to calibrate what it meant to be equitable and socially just in an
equity-based organization.
There was an intentional focus by the principal on social justice as part of the
design work to implement project-based learning and infuse student presentations with a
social-justice focus. Janice described her desire to impact students beyond the classroom
and realize their potential as people who could implement change in their communities.
Her overarching goal was described this way:
A lot of times, in our culture, we are raised to believe that once your are grown or
once you receive an education, that you should move out of your community.
That’s how you know that you have made it. Truly, what we should do is teach
our students how to thrive in the communities that they are in. If you continue to
move out of the communities, then you are taking your knowledge, your
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education, your wealth, your dollars out of your community, which means your
community will never grow and prosper. And, if we teach our students the
opposite, to learn to love your community and to stay within your community and
thrive in your community, then you bring your knowledge, your dollars, and your
education back into your community.
However, participants who described these efforts viewed them as one of the directives to
make sure students completed a project related to equity and social justice. These
descriptions of the social-justice projects were focused on the presentations to invite the
community into the school. Still, they did not address the potential for the work to change
student perspectives about their impact on their communities or beyond. When asked
about their principal's communication about the purpose of education, all staff
participants mentioned the idea of creating a safe place for students and being like a
family; these were more school-related ideas. Janice's values about a larger purpose for
education to develop critical thinkers and people who remain in their communities to
contribute to democracy were not acknowledged.
The professional development book-study was part of a grant-driven effort to
measure grade shifts with a more equitable approach to grading student work. During the
two observations of those meetings, discussions were about the logistics of implementing
such a program and interfacing with district technology. The questions (Appendix G) in
the book study were posed but not answered through the conversations by staff who
admitted they had not completed the reading. The book-study sessions did not involve a
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deeper interrogation of biases, teaching practices, relationships with students, or
culturally responsive teaching and assessment.
Another example of a task for staff to increase awareness and build community
was Janice’s expectation for staff to conduct porch visits to start the year. She sought to
foster connections between students and teachers, and for staff to see students of color
and their families in ways that would construct new appreciations for others. By contrast,
participants discussed these interactions as part of an assigned list of directives and
shared details about how students lived as compared to themselves. Participant
descriptions did not indicate a belief that students held valuable funds of knowledge or
that students were supported by families who cared about their education and postsecondary success. Instead, staff descriptions included the absence of parents, caretaking
of other siblings, and how some students worked at jobs. Descriptions were not presented
through a positive lens of parents working to support their families, the importance of
sibling bonds, or the positive impact of teenage employment, for example. Instead, staff
participants described these interactions as forms of “trauma” and indicators they were
serving poor students who needed support. Participants who engaged in these porch visits
did not describe any next steps beyond having completed the visits to fulfillt the
principal’s expectations.
Some deficit-based staff mindsets about the community seemed reinforced by the
donations and giveaways the principal led at different times. Some participants described
these tasks as things the school did to support the community and referred to students as
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“coming from trauma.” However, the specific trauma was never described, and the term
was used alongside descriptions of poverty, students who cared for siblings, or students
who held jobs while enrolled in school, which felt more like value judgments. They did
not demonstrate an appreciation for the funds of knowledge and the navigational capital
of the students (Gonzalez et al., 1993; Velez-Ibanez, 1983).
Additional requirements to send postcards, make phone calls, and participate in
different community donation events and giveaways were also described as tasks to
complete. The benefits of such exchanges were not described. When probed about the
potential of the positive phone calls home to increase the connections between teachers
and families, some teachers commented that they did not have time to give compliments.
They felt pressured by coaches or members of the administrative team to message
whether students were failing classes. This seemed to contrast Janice’s desire for teachers
to know students deeply, develop an appreciation for their backgrounds, and connect to
their families.
Context and Intervening Factors
The contexts participants described when they expressed a lack of buy-in or
follow up to equity work occurred during observation feedback meetings, building walks
observing teachers, and during professional development. Teacher participants claimed
there were certain parts of their observation protocol that would incorporate a focus on
equity. Still, they reported that work was related only to students receiving English
language support. They did not feel there was a focus on other marginalized groups.
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Coaches and other administrators described lists of things they looked for, like the
consistency of entry and exit from the room, systems, and structures that supported
control of students through classroom management, and making sure students could
predict expectations from one room to another. These descriptions did not target specific
pedagogical practices or mindsets about equity and social justice. During the professional
development book study, there were conversations about the expectations to implement
the grading practices and the expected implementation timeline. Still, there was not an
exploration of bias or discussion of culturally relevant pedagogy.
The intervening factors for theme four were the length of time in education and
the staff racial and linguisict identities. Teachers who had been in education long enough
to experience multiple initiatives in different schools did not express any resistance to
other tasks, and did not express a deep investment in the equity and social justice work at
CACP to impact students. When probed about the potential for strong family
relationships as a part of equity and social justice in schools, one participant replied,
“This is just like everything else. Initiatives come and go. This too shall pass.” However,
teachers and coaches with non-White racial identities did not express such comments.
Instead, staff participants of color reported that the initiative-type work was not having a
profound impact on student engagement and academic outcomes. These staff also
expressed ways they were resisting assigned tasks and intentionally deepening equity
work independently, by redesigning the tasks to be more culturally and linguistically
relevant. One coach described how she pushed for more rigorous instruction and high
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expectations for every child instead of focusing on pictures on walls or some of the other
checklists during observations. In her mind, lists of things were not as powerful as
rigorous instruction coupled with high classroom expectations.
Tenets Seven and Eight: Themes Three and Five
In this study, two strong themes emerged that impacted the implementation of
equitable and socially just practices in classrooms. Both themes were grounded in ideas
of White privilege (Allen, 1967; Solomona et al., 2005; Sullivan, 2019). The context of
most messaging occurred during whole group meetings, team meetings, and during
professional development. Messaged were communicated by various coaches and
assistant principals which inhibited the development of a shared sense of moral purpose
about robust shifts across the school (Fullan, 2003). This interfered with the ability of
marginalized staff to feel empowered by their lived experiences in support of equity
work.
It was clear that Janice had a great deal of professional dedication and the moral
courage to set a vision to address equity and social justice issues at CACP. She described
courageous and direct conversations with different administrative team members. Those
conversations were infused with empathy and understanding of where various people
were in their experience of equity work. In this way, Janice communicated the idea that
there was much work to do at CACP. She was hopeful the staff could make the necessary
shifts to embody a more equitable and inclusive approach to education, but she did not
clearly define the steps to increase equity, build out social justice initiatives, or indicate
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the expected impact on students. She also did not take into account how bias about
different students and groups would inhibit the work (Shields, 2020). Staff participants
of color expressed frustration with the pace of equity work at CACP, and the lack of a
coherent design that held people responsible for their work and impact on students.
In the observations of professional development and whole staff meetings, White
staff did not acknowledge their own biases or explore ways to de-center their White
perspectives. Staff in different content areas whose district supports led work in this area
did this with their larger district teams, but not all staff participants had such groups or
supports. Participants who held coaching responsibilities and envisioned more inclusive
approaches to equity work reported a lack of accountability to increase the quality of
instruction and build authentic, asset-based relationships with students of color, which are
thought to be “our most powerful lever to change the trajectories for children’s lives”
(Darling-Hammond, 2017, p. 135). This aligned with what some staff participants
described, then they spoke about checklists teachers followed to “do equity,” and staff
texting each other with photos of people of color to put on classroom walls. It seemed as
if the White staff was trusted to self-interrogate and reflect on their own. This is
problematic because we cannot know what we do not know. White people must also be
accountable to recognize that their Whiteness, which has always been accepted as the
norm, should not be the norm and that acting from this space influences our mindsets and
actions. Whiteness cannot continue to be accepted as the norm. As Eddo-Lodge (2017)
wrote:
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Neutral is White. The default is White. Because we are born into an already
written script that tells us what to expect from strangers due to their skin colour,
accents, and social status, the whole of humanity is coded as White. Blackness,
however, is considered the “other” and therefore to be suspected. Those who are
coded as a threat in our collective representation of humanity are not White (p.
85).
As I listened to the book-study sessions, there seemed to be no direct discussion about
how privileged mindsets informed their assignment creation or the development of
rubrics to determine how students progressed in their mastery of grade-level standards.
There was no exploration of how White teachers’ perspectives of race, special education
status, or linguistic status informed their ideas about student capabilities. Instead, more
than half of the White staff in the book study admitted they had not done the reading, but
still dominated conversations in both sessions. In this way, their lack of effort to do the
work and the resulting discussion felt like outright avoidance of deeper discussions. Such
resistance to more profound equity work was similar to what DiAngelo (2018) described:
I could see the power of the belief that only bad people were racist, as well as how
individualism allowed white people to exempt themselves from the forces of
socialization. I could see how we are taught to think about racism only as discrete
acts committed by individual people, rather than as a complex, interconnected
system. I realized that we see ourselves as entitled to, and deserving of, more than
people of color deserve; I saw our investment in a system that serves us. I also
saw how hard we worked to deny all this and how defensive we became when
these dynamics were named. (pp. 3–4)
While no one was observed being overtly defensive in any of the settings for this study,
some participants were yet protecting the status quo. Each White staff member carefully
detailed all of the tasks they completed, how they agreed with the book topic, and
believed equity as a concept was essential to the school's identity. Only two participants
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discussed ways they were shifting their prior thinking or expanding their ideas about
equity and social justice. Participants worked with district teams to explore ways to
increase student voice and de-centralize White perspectives in curriculum, texts, and
pedagogy. They brought this work back into their classrooms but without similar efforts
across all content areas this work cannot be brought to scale. By shifting the coaching
efforts to concrete tasks with the materials and training to directly impact teaching and
materials, there could be a more immediate impact on students.
Taking her Black female students to the district and elsewhere to support more
accurate and Black-centered conversations about Black history was one the ways Janice
exercised moral courage on behalf of her Black students. She spoke openly with staff
about the need to do better for Black students and grounded her discussions in her own
identity. She also prioritized funding for social and emotional supports and hired Black
female and Latina social-emotional support staff whose racial identities aligned with
those of some of the students. However, there was no mention of the social and emotional
needs of male students, or a plan to provide similar staff for students from other
marginalized groups.
For a principal to support the shifts necessary to implement new knowledge
frameworks and hold everyone responsible for the systemic changes required to increase
access and opportunity for every student, there must be clear, direct, consistent, and
uncomfortable conversations with those who enjoy privilege and power throughout the
organization. These conversations cannot occur only between the school leader and
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distributed leadership roles; and they cannot be limited to whole-staff meetings. All
members must be encouraged and supported to engage in these discussions, and
marginalized staff members should not be “tone policed,” wherein the topic of
conversation shifts from authentic and charged discourse about racism to a focus on
volume, passion, and tone of message delivery (Martin, 2018). Staff of color reported
feeling scrutinized under the guise of professionalism or politics when they brought the
passion of their lived experiences to the conversations in their authentic voices. Further,
staff of color who spoke up to support various marginalized groups described experiences
with White staff who shut them down and, in some instances, lectured them for having
been upset, loud, or unprofessional in their exchanges. They felt frustrated that they could
not increase social justice because their attempts were reframed or disregarded.
Transformative leaders must guard against this, so privilege is not reified. White staff
members must not be empowered to shift the focus of conversation to a more comfortable
space by distorting the focus (DiAngelo, 2018); instead, White staff members must be
expected to explore their own biases and consider the perspectives of others. All staff and
students should be empowered by their lived experiences to use their voices, passion, and
volume. Further, staff of color must include other marginalized populations in the equity
work, so that all marginalized groups within the organization benefit from the work to
increase access and opportunity.
Participant comments indicated that different tasks, the book study, and required
communications with families were not leading White staff to a more extensive
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understanding of the potential impact of more responsive pedagogy and the importance of
antiracist work in schools. In my observations and conversations with staff participants, I
found an absence of discussion about students with IEPs, and the false notion that no
students or staff identified as part of the LGBTQ+ community. We cannot shift our
perceptions and practices at our most basic level if we do not acknowledge and discuss
that people exist. We cannot balance critique with promise if we cannot commit to doing
the more profound work around equity and social justice.
Recommendations
The research question for this case study asked: In what ways, if at all, does a
school principal’s values and practices align with Shields’ Transformative Leadership
Theory (2011) to support the implementation of equitable and socially just practices in
the school? Some of Janice’s values and practices were aligned to portions of the eight
tenets. However, much of her work with staff and students extended from her personal
experiences as a Black woman, which shaped her messaging and her focus. Further, the
implementation and support of equity initiatives was delegated to coaches and assistant
principals, which inhibited message consistency and did not further define the steps to
increase equity. While Janice expressed a desire for her work with Black female students
to extend to other identities, there was no clear plan to accomplish this. It would be
highly challenging for any leader to fully align at all times to every tenet of the
framework; yet, there are clear opportunities to revise and build on current work to
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increase the alignment with the tenets and improve the educational experiences of
students.
The following recommendations emerged from the findings to strengthen the
leader’s alignment to the Transformative Leadership framework to impact the equity and
social-justice work at CACP, by refining what is already started; elevating other
marginalized voices across the organization; and increasing the moral-courage capacity
of all teaching and coaching staff, especially those from marginalized backgrounds who
can disrupt and expand ideas about what content should be delivered to students.
Refinement of Current Work
As the school leader at CACP, Janice was deeply dedicated to the physical safety
of all students and was aware of actions in and around the community that threatened the
physical wellbeing of students. Further, she knew that local violence threatened the social
and emotional wellbeing of students, so she took immediate actions to secure the building
and keep students connected to mental-health supports. She expressed the desire to build
a robust equity and social-justice identity for the school and set the mandate for equity on
behalf of Black students. She challenged existing knowledge frameworks about Black
history at the district level to build a deeper and more culturally responsive understanding
of the Black student and family population at her school. Her efforts to support her Black
female students were grounded in the importance of growing their social identities as
marginalized citizens in a democratic society. She elevated the voices and centered the
experiences of Black students at her school, while the population comprised over 58%
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Latinx students. While Janice expressed a desire to incorporate the voices and
experiences of students from other marginalized groups, the work had not materialized in
impactful ways. The conversations she encouraged coaches and assistant principals to
have with staff were interrupted by their own work with graduation data and inhibited by
the inability to facilitate deep equity-related conversations. Further, beyond conversations
about the importance of the work, there was no clear definition for what the work would
look like for staff or how it might impact students.
Distributed leadership is an ongoing and necessary practice in many schools
(Leithwood et al., 2009), given myriad demands on school leaders. However, equity and
social-justice efforts are too important to delegate to teachers or peer coaches entirely.
There is deep reflective work to do in exploring biases, and there must be clear and
sequential steps toward achieving a common goal. Furthermore, we cannot expect staff to
build their capacity alone—especially when the people in those roles are White and
working in a school where most students are from marginalized backgrounds.
One recommendation is for Janice to observe and participate more often in work
conducted by those with distributed leadership and coaching responsibilities. An
additional support for Janice could be a coach to provide feedback on her work with staff.
By providing meta-coaching on leadership coaching practices, Janice could ensure clear,
consistent, and timely messaging of each component of the vision for the work, clarify
her intentions, and provide concrete examples of what teachers should do at the
pedagogical level. As Ramanathan (2002) observed:
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Meta-awareness is a heightened awareness of how their thinking evolves as they
are being socialized into their disciplines because you cannot, after all, address
problems in your existing condition unless you have reflected on them and
recognized your own participation in this condition. (p. 2)
This would allow Janice to construct a clear connection for teachers between the
initiatives and tasks related to equity and social justice work, and elevate the potential
positive impact for all students and families. This is an opportunity for her to continue to
challenge deficit-based mindsets about the marginalized students in her school, explore
her own biases, and push beyond surface-level work. These efforts could extend beyond
what Freire (1997) terms, “vague phrases” (p. 93), to model equity leadership and moral
courage, address imbalances of power for students and staff, and fulfill an essential
component in the work of transformative leaders (Blackmore, 2006; Shields, 2011).
Additional coaching with teachers and members of the administrative and
coaching teams could increase the continuity of messaging and support the ability for
these roles to grow their moral courage and ability to directly engage in ways that
challenge all staff—including the principal—to explore their biases. This meta-coaching
approach could enable Janice and the staff to develop a more cohesive shared vision over
time (Senge, 1990), and build consistency and clarity around equity and social justice.
The second area of refinement involves timely and consistent alignment with
equitable-pedagogical practices. Many participants noted that initiatives around teaching
and the classroom environment started strong and dissipated quickly. This led to apathy
and inconsistency, and created a disconnect between stated directives and the potential

108

positive impacts on students. Observing the work happening in classrooms could create
opportunities to elevate bright spots within the community, and effective classroom
practices might be shared. Spreading this knowledge throughout the building could
increase the flow of more responsive practices across the grade levels. The school leader
could then be part of those conversations to witness positive and responsive pedagogy,
and offer direct coaching of teachers and meta-coaching of the extended administrative
team.
Elevating All Voices
The second recommendation is related making all identities visible in the school
community, both students and staff, as drivers of the design of equity and social justice
work. Transformative leadership involves equity for all members of the organization and
cannot be focused on one marginalized group (Shields, 2010). Further, while staff viewed
their leader as an authentic representative of lived experiences around equity work, the
limitations of a Black/non-Black binary were challenging to those from other
marginalized identities. Expanding conversations beyond Black students to encompass
diverse identities in the building, including staff voices, and distributing the work beyond
the predominantly White administrative team could allow diverse members of the
teaching, coaching, and administrative team with intersectional identities to share their
knowledge. Distributing work across the diverse identities listed on the website means no
student groups should be left blank and “under construction” again. All student and staff
groups could be represented, and students could enjoy the social-emotional and academic
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benefits of role models with whom they could relate (Bristol & Martin-Fernandez, 2019;
Milner & Howard, 2004). The principal could more directly impact teachers' daily work
to be responsive and inclusive (Gaetane & Cumings Mansfield, 2013; Williams &
Noguera, 2010).
By including and elevating all marginalized identities and intersectionalities, there
is greater opportunity to connect people to components of the work where their
experiences and identities best contribute. Further, if the principal sets the mandate to
increase equity for all members of the school population, there is an acknowledgment of
the existence of multiple, diverse identities and a foundation from which to build
awareness of the historical contexts of different groups. With the diversity of staff
elevated, equity and social-justice work could be messaged and shaped beyond the
principal’s identity and experiences, and all staff and students might feel empowered and
valued.
By elevating the voices and including all marginalized identities in work, staff
cannot insist they have no work to do around other marginalizing factors because they do
not believe those identities are present in the organization. This work can intersect with
district equity training currently provided for some content areas to broaden their work to
support Janice with meta-coaching as she coaches those leading book studies and other
professional development in real-time, so all staff was consistently responsible for
determining their next steps regarding the applications of their new learning. Doing this
type of meta-coaching support would provide Janice and staff with robust opportunities
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to interrogate potentially deficit-based assumptions that ultimately impact student
achievement (Dee, 2005).
Moral Courage for All
It is essential to grow the capacity of all members of the school community to
realize the moral purpose of equity and social-justice work through acts of moral courage
(Fullan, 2003). Leaders and teachers must also take an active stance to interrogate how
their own biases, values, and backgrounds impact their practices (Gay, 2018). While
Janice currently advocates on behalf of Black students, there is an opportunity to fully
realize the idea of moral courage to expand her definitions of equity on behalf of all
members of the school. She is able to engage in conversations on behalf of Black
students; now, she must grow the capacity to engage in conversations on behalf of all
identities in the school. This overlaps with the concept of elevating others’ voices. The
principal could support those leading different equity and social justice work components
by entrusting them to communicate their lived experiences to authentically de-center
White experiences while disrupting the binary of Black/non-black. This requires first
interrogating her own biases, then building her own moral courage to advocate on behalf
of all students and staff in the school and supporting their authentic voices as she has for
her Black female students.
While Janice grounds her staff in the importance of equity and social justice work
through her own identity as a woman of color, she can elevate other staff identities as
powerful models for the students and the White staff. Further, by inviting the insights and
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experiences of those who serve students with exceptionalities and language development
needs, Janice can leverage staff expertise and content knowledge to provide robust
insights into intersecting student identities. This grows the collective understanding about
oppression from the very people engaged in the work, and whose identities can add a rich
layer of lived experience. Providing the space and time to engage in reflective,
vulnerable, and potentially uncomfortable conversations might also support White staff to
see the tendrils of oppression reaching from multiple marginalizing factors. This could
deepen staff understanding of ways hegemonic practices and White-dominant
pedagogical practices impact students of color (Duncan-Andrade & Morrell, 2008).
For Janice, this means fostering trust among the staff and providing opportunities
for all voices to be included in the equity work by discouraging disengagement. It means
refusing to shut down uncomfortable conversations about race, gender, religion,
socioeconomics, or any other aspect of student or staff identity. A new norm, where all
staff members, including the principal, consider the work yet to do around racial equity
and social justice would make it impossible for checklists to replace deeper equity and
social-justice work. Further, staff cannot continue to equate all marginalizing experiences
with racial experiences (DiAngelo, 2018), limiting conversations and inhibiting deep
equity work on behalf of all marginalized groups.
School leaders are in a challenging political position to adjust messages and
ensure the wording of exchanges does not alienate others. Still, those exchanges must
hold enough substance to shift long-held beliefs and practices to foster a more culturally
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responsive school environment (Shields, 2011). It is important that others in the
organization grow these skills themselves, and do not feel compelled to downplay their
own identities or forms of expression because the audience is resistant. Further, it is
equally important that those who struggle with concepts of equity and social justice work
develop those skills. Those in positions of leadership and authority are well-positioned to
model reflective practices, make real-time observations, and support equity and social
justice initiatives (McKenzie & Scheurich, 2004; McKenzie et al., 2006). A willingness
to stick with hard conversations and difficult self-reflection is essential to disrupt
historically marginalizing practices in schools.
Limitations and Ethical Considerations
One limitation of this work was interviewing teachers during a pandemic. Many
staff expressed overwhelm and exhausted during this time, which could have impacted
how they felt about education, teaching remotely, the school leader, or students. Since
there is no way to fully explore the impact of this historical stressor on schools, there is
no way to discern to what degree their responses were impacted by distanced and remote
work environments. There is also no way to gauge how the distance affected coaching
conversations, professional development, and staff interactions, including principal
messages.
Another limitation of the study was the number and diversity of participants who
volunteered to participate. This may have been impacted by the school email asking staff
to email the principal to participate. Instead of reaching out directly to me to connect
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about participation, staff members were instructed to email the principal. Those who did
participate expressed concerns about sharing anything unfavorable. A majority of the
participants were White, female, and monolingual. No one identified by margins other
than race, ethnicity, or linguistic status. It would be beneficial to hear from more staff
who identify as LGBTQ+ community members, gender non-binary, linguistically
diverse, disabled, or who had once been served by an IEP themselves. These experiences
could add a more robust understanding of perceptions of marginalized staff.
A significant limitation of the study was the inability to observe instruction in the
classroom setting. Covid-19 safety protocols did not allow for in-person learning during
the research period, and it did not feel appropriate to observe teachers and students during
such an impactful event. Based on my own teaching and leading experiences during this
period, I determined that I would likely not have an authentic understanding of any
teacher’s pedagogical practices while they were also trying to determine how to teach
remotely. I would also not likely have a genuine sense of students’ learning experiences
during this stressful time.
Opportunities for Further Study and Carnegie Project on the Educational
Doctorate
This study analyzed one school in a large, urban district in the Rocky Mountain
West. It did not examine how the district influenced equity and social justice work.
Districts are positioned to operate in social and political contexts that were not considered
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for this work. Further study could include ways district initiatives and priorities influence
equity and social-justice work in schools. CACP serves students in grades 6–12. The
present study did not explore leader experiences in elementary schools. The equity and
social-justice practices of elementary school leaders may vary remarkably from those in
the upper grades, where students might express their ideas about race, gender, and other
parts of their identities more openly or be better able to articulate their experiences. There
could be a benefit to comparing the leadership approaches to equity and social justice
work in other schools to elevate innovative approaches and examine transformative
leadership through all years of K–12 schooling.
Another essential component of this work was the identity of the school leader,
who was both Black and female. This study did not examine the historical constructs of
race and gender and how those intersections impact the Black-female leadership work
(Capper, 2019) in schools. Janice works in a political position as a school leader who
must support a community and work within a larger district construct. White leaders are a
majority in her district. Advocacy and activism on behalf of marginalized populations of
students, while commendable, is a considerable risk for a female of color. While there is
more awareness of White privilege, Janice’s faces the added intersection of gender and
race—as a woman of color in a position of authority (DiAngelo, 2018). It could be highly
beneficial to explore inherent risks to women of color who advocate for minoritized
students. Further, it would be valuable to note how districts support, or do not, the
advocacy and activism of leaders of color in different districts throughout the country.
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It would be beneficial to explore connections between a leader’s values and
practices, and how they impact the instruction. During this study, in-person learning was
not possible; however, in future studies, interviewing participants might provide insight
into how leadership values and practices shape teacher mindsets. By comparison, their
actual teaching practices could provide rich data about implementation.
Finally, the work in this study could begin the conversation about how to expand
concepts of distributed leadership to examine distributed equity and social justice
leadership in schools. This could support the work of White leaders with little or no
experience living in the margins, who may not have explored equity leadership in their
preparation programs. This is not to suggest that school leaders find various people of
color, gender identity, disability, and linguistic backgrounds to do the equity work in their
schools. Instead, it suggests multiple individuals with diverse knowledge, skills, and
experiences should inform the work and support staff with deep, intentional, and
meaningful shifts that deconstruct knowledge frameworks that disempower and
marginalize others.
When we consider the CPED components of this work and the ways leaders can
prioritize and sustain equity and social justice work in schools during VUCA times, we
must first acknowledge that much of the work of school leaders operates within varying
degrees of uncertainty (Shields, 2011) at all times. The pandemic’s impact on schools in
the past two years is undoubtedly an extreme case of uncertainty and constant change.
Still, the way we prioritize and sustain equity and social-justice work in schools is, in
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part, aligned to what Janice has consistently elevated to her staff about the importance of
building solid relationships. It is “the teacher’s pedagogic and interpersonal skills which
pupils find influential in engaging and motivating them to work hard and learn”
(Carrington et al., 2007). If those skills were not centered on White values, perceptions,
and interpretations, and if all marginalized voices across the organization were elevated
and supported in schools' equity and social justice work, we might genuinely transform
the educational experiences of every student in our schools.
To this end, the study and ongoing conversations with the school leader have
informed the creation of a website: publicschoolleadership.com. The site addresses one of
the central issues for teachers and school leaders whose racial identities differ from the
students and communities they serve. However, understanding different perspectives and
engaging in learning about identities and experiences that are not centered on Whiteness
are an essential part of leadership work focused on equity and social justice in public
schools. The site hosts a blog and shares a variety of resources that highlight both the
importance of equity and social-justice leadership and materials that directly address
experiences from diverse perspectives. The blog welcomes others in the community to
share their ideas and experiences, so that we can actively support one another in building
more transformative leadership approaches to the work we do in public schools.
Conclusion
School leaders who wish to increase equity and social justice in schools must
incorporate all identities—including school staff—into this work. Leaders who come
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from marginalized backgrounds must be careful that leveraging their own experiences
and identities does not limit their ability to advocate on behalf of all members of the
organization. While our own stories can be compelling and relevant to our own
motivation for engaging in such work, we must guard against the inclination to narrow
the work in favor of our own comfort level. When we narrow the focus to elevate some
voices and experiences, but do not elevate all marginalized identities, we inadvertently
model values and practices that perpetuate the very marginalization we seek to disrupt.
As leaders seek to increase equity and social justice in schools, we must expand
the work to include all identities, grow our own moral courage to support those identities,
and commit to growing the moral courage of all students and staff. Doing this allows
leaders to leverage the diverse experiences in the school to inform the work, shape the
vision, and define clearly the steps needed to achieve equity and social justice goals.
Every student and staff member deserves the opportunity to fully develop into the
individuals they are capable of becoming, without marginalization and disempowering
limits, and with a strong sense that who they are is important, valued, and essential to
their local, national, and global communities.
Post-Study Planning
At the completion of the study, I shared research themes and recommendations
with Janice, the principal of CACP. We discussed emergent topics and worked
collaboratively to strategize how findings might inform and advance equity and social-
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justice work at CACP. The conversation led us to discuss how our work together could
impact other school leaders and identify helpful resources for equity work.
The themes in the present research offered Janice new insights into school efforts.
Importantly, the study revealed a critical disconnect between the equity and inclusion she
sought, and staff interpretations of the work. Janice believed she elevated the voices and
social justice projects of Black students, as a way to model an equity and social-justice
commitment to the community. However, she had not realized that Latinx staff and
students did not see themselves reflected in the district design of equity work to which
she had contributed. Furthermore, she found the sentiment that there were no LGBTQ+
staff or students at CACP in direct opposition to her own values and perceptions. She was
surprised and unsettled that the intersections of her identity did not properly communicate
her value of all students to staff. We discussed the need to deconstruct some of the ideas,
values, misconceptions, and biases her staff held about students and families before she
could build new knowledge frameworks. With a goal of using the present study to
improve equity and social-justice efforts at CACP, Janice and I collaborated on how to
start the next year differently.
The first change we identified was to cancel the summer sessions of the bookstudy professional development. If staff were not reading or engaging meaningfully with
book content, pedagogy would not shift. Further, if staff really held these views about
students and families or the various intersectionalities of identity at the school, there was
a lot of unpacking to do. Specifically, staff needed to share their current mindsets and
119

engage in open and direct discussions about what they believed. Until they confronted
these ideas and Janice deconstructed staff beliefs, she could not expect book studies and
professional development to positively impact pedagogy. Instead, Janice asked the
outside facilitator to engage administrative staff as participants. In order to create new
knowledge frameworks, administrative staff must cultivate their understanding and
comfort with the content. In addition, any future book discussions should begin with an
inventory of current understanding and beliefs. Janice could not simply assume that staff
held asset-based mindsets and embraced new ideas. To enhance the work and augment
change at the classroom level, we agreed that CACP staff needed to begin with a shift in
how they speak about all groups of students, families, and the larger community. It
seemed simple, but we acknowledged how we cannot speak about groups we have not
learned about; part of that work means exploring our own biases. Acknowledging where
she might hold biases, too, is an important part of her work as the principal.
In an effort to explore her own biases, our next topic concerned meta-coaching.
When Janice heard that administrative staff were not intervening in negative discussions,
holding staff responsible, or modeling asset-based thinking, she planned a targeted
intervention. Janice reorganized her coaching calendar to prioritize times with her
administrative team and coaches to observe and provide feedback. She also
acknowledged a need for additional time with her own equity coach. Here, we also
discussed the need to expand staff access to her. Participants perceived barriers that kept
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them from sharing their own ideas with her, or pushing back on her approach to equity
work at the school.
Janice’s identity and lived experience had long been a driver of her values and
practices as a school leader. However, she realized she needed to grow and evolve her
approach to equity work. She reflected that social justice work at CACP needed to move
beyond Black histories and experiences to include other marginalized identities. To
address this issue, Janice intended to explicitly include and amplify other marginalized
voices, eschewing the Black/non-Black construct she had fostered. Further, by enlisting
support of other staff whose identities are different than her own, Janice intends to grow
her own knowledge and awareness. To this end, Janice reached out to a former colleague
whose identity could support and strengthen her perspective. An important next step here
will be to include teachers and students in more discussions about identity and equity. For
teachers, this might lessen some of the hierarchies and inner-circle dynamics they
perceive between the administrative and coaching staff and those in the classroom.
Finally, Janice explored ways she hoped professional development could manifest
in pedagogical practices. I shared that before this could happen, there needed to be deep
reflection and new norms established for whole-group and team meetings. There had to
be acknowledgement of the richness of others’ experiences, passions, frustrations, and
biases without shutting down uncomfortable discussions. This meant direct and
uncomfortable conversations about privilege, and a need to remain committed to
understanding one another. Additionally, this work had to start with her. The
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conversations to directly address deficit-based mindsets and a lack of understanding
about different marginalized groups had to begin with Janice exercising her own moral
courage to engage in such conversations. Further, she had to shift perceptions of power
and authority throughout the building, so that all staff were empowered to engage in such
discussions and hold one another responsible for the mindsets and beliefs about the
intersectionalities of staff, student, and family identities.
As a Black female leader, the idea of pushing hard on White staff was frightening
for Janice to consider. While she was not afraid of vulnerability, she was worried about
her job. Asking White staff to hold space for deep reflection and self-interrogation in
ways that might be uncomfortable did not bother her in practice because she has
previously told people that the school was not a good fit for them. However, engaging in
broader conversations about other identities felt like a high level of exposure for her as a
Black leader. We brainstormed how she might address and prepare staff for such
conversations and model the necessary risk-taking. Janice agreed that staff could not
deepen their equity and social-justice work without some risk. She intends to model the
courage it takes to sustain this work. Further, she acknowledged that she cannot truly be
engaged in equity and social justice work if she does not have direct and meaningful
discussions on behalf of all identities in the building.
As we wrapped up the conversation, Janice acknowledged she could not change
everything in one school year. However, we realized that in order for her to truly begin
the work to align with the tenets of Transformative Leadership (Shields, 2011), she
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needed to first identify the knowledge frameworks she wished to dismantle, then build
the new knowledge strategically and in steps throughout the building. This approach
would ensure that student experiences were positively impacted and that equity work
could not be dismissed as just another initiative. This could begin with work to identify a
baseline for where staff currently are in relationship to the tenets of the Transformative
Leadership Framework (Shields, 2020), which would support more intentional focus in
areas of highest need. Given the feedback from staff participants, she could start with a
focus on deepening staff care and connection to students to create classroom
environments where students feel they belong. As Shields (2020) acknowledges, “No
new program or pedagogical strategy will succeed over the long term until or unless this
kind of safe learning environment is in place” (p. 4). As this work has shown, this would
include staff as well.
All staff and students at CACP will benefit from having their identities
acknowledged, included, and valued. CACP can no longer elevate Black experiences and
histories alone, assuming it will transfer to other minoritized groups. Instead, students
and staff from varied backgrounds in the school community need dedicated time and
space to contribute their authentic selves to conversations, professional development,
action steps, and to the design of the social-justice projects. By allowing the marginalized
voices of her school to speak for themselves, and by imploring White staff to
acknowledge and embrace these shifts, Janice will build moral courage across her
organization and disrupt marginalizing education experiences for every student.
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Finally, there must be a shift away from the current ideas about social justice as
actions outside of the daily teaching and learning and the projects students create, to an
intentional focus on culturally responsive pedagogy that includes data analysis beyond
test scores and moves toward larger democratic ideals (Shields, 2020) that de-center
White perspectives. Currently, at CACP, there is a lot of documentation and analysis of
standardized test results, gaps between different groups of students, algebra scores, and
graduation rates at CACP, but discussions about these data are not shifting how teachers
teach and what or how students learn. Instead, they seem to reinforce deficit-based
mindsets about students. Further, these exercises take hours but generate little action, and
ultimately do little to increase equity (Oakes & Rogers, 2006).
At this time, staff have autonomy to do much of this thinking and work alone, and
to one participant’s point, “are trusted to just reflect and change on their own” but before
staff can truly understand their own biases and how those biases show up in their
teaching and relationships with students whose racial identities are different from their
own, there has to be some accountability to this reflection. Janice acknowledged that she
has often trusted her assistant principals and coaches to do this. Now that she knows this
is not happening, and there are other hierarchical aspects at play, she plans to be more
directly involved in meeting with teachers to reinforce the idea that everyone holds
biases, but until they explore them together they cannot begin to dismantle them. Further,
she now realizes these biases are not solely racial. Her involvement will be an important
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next step as Janice seeks to build a more reflective and culturally responsive staff that
meets the needs of every child.

125

References
Aaronson, D., Barrow, L., & Sander, W. (2007). Teachers and student achievement in the
Chicago public high schools. Journal of Labor Economics, 25(1), 95–135.
https://doi.org/10.1086/508733
Allen, T. (1967). Can white workers radicals be radicalized? Marxist Internet Archive.
https://www.marxists.org/history/erol/ncm-8/white-radicals.pdf
Anderson, G. (2009). Advocacy leadership: Toward a post-reform agenda in education.
Taylor & Francis Group.
Au, W. (2020). Testing for whiteness? How high stakes, standardized tests promote
racism, undercut diversity, and undermine multicultural education. In H. Baptists,
& J. Haynes Writer (Eds.), Visioning Multicultural Education: Past, present,
future. Routledge.
Barber, H. (1992). Developing strategic leadership: The US Army War College
experience. Journal of Management Development, 11(6), 4–12.
https://doi.org/10.1108/02621719210018208
Barnes, G., Crowe, E., & Schaeffer, E. (2008). What keeps good teachers in the
classroom? Understanding and reducing teacher turnover. Alliance for Excellent
Education, 1. https://all4ed.org/wp-content/uploads/TeachTurn.pdf
Bass, B. M. (1995). Theory of transformational leadership redux. The Leadership
Quarterly, 6(4), 463–478. https://doi.org/10.1016/1048-9843(95)90021-7
Bass, B., & Riggio, R. (2006). Transformational leadership (2nd ed.). Erlbaum.
126

Beatty, B. (2007). Feeling the future of school leadership: Learning to lead with the
emotions in mind. Leading and Managing, 13(2), 44–65.
Berg, J. H. (2019). Leading in sync: Teacher leaders and principals working together for
student learning. Association for Supervision and Curriculum Development.
Birch, S., & Ladd, G. (1997). The Teacher-Child Relationship and Children's Early
School Adjustment. Journal of School Psychology, 35(1), 61–79.
https://doi.org/10.1016/S0022-4405(96)00029-5
Blackmore, J. (2006). Social justice and the study and practice of leadership in education:
A feminist history. Journal of Educational Administration and History, 38(2),
184–200. https://doi.org/10.1080/00220620600554876
Blackmore, J. (2011). Leadership in pursuit of purpose: Social, economic and political
transformation. In C. M. Shields (Ed.), Transformative leadership: A reader (pp.
21–36). Peter Lang.
Bogotch, I. (2014). Educational theory: The specific case of social justice as an
educational construct. In I. Bogotch, & C. Shields (Eds.), International handbook
of educational leadership and social [in]ustice (Vol. 1, pp. 51–65). Springer.
Boudah, D. J. (2020). Conducting educational research: Guide to completing a thesis,
dissertation, or action research project (2nd ed.). Sage.
Brady, P. (2005). Inclusionary and exclusionary secondary schools: The effect of school
culture on student outcomes. Interchange, 36(3), 295–311.
https://doi.org/10.1007/s10780-005-6867-1
127

Braun, S., Weisweiler, S., Peus, C., & Dieter, F. (2013). Transformational leadership, job
satisfaction, and team performance: A multilevel model of trust. The Leadership
Quarterly, 24(1), 270–283. https://doi.org/10.1016/j.leaqua.2012.11.006
Bristol, T., & Martin-Fernandez, J. (2019). The added value of Latinx and Black teachers
for Latinx and Black students: Implications for policy. Policy Insights from the
Behavioral and Brain Sciences, 6(2), 147–153.
https://doi.org/10.1177%2F2372732219862573
Brown, D. F. (2004). Urban teachers' professed classroom management strategies:
Reflections of culturally responsive teaching. Urban Education, 39(3), 266–289.
https://doi.org/10.1177/0042085904263258
Brown, G. (2015). Strong one lasting one: An elementary school principal's ability to
establish a positive school culture by building trust. Journal of Cases in
Educational Leadership, 18(4), 309-316.
http://dx.doi.org/10.1177/1555458915606768
Burke, R. (2002). Social and emotional education in the classroom. Kappa Delta Pi
Record, 38(3), 107–111. https://doi.org/10.1080/00228958.2002.10516354
Burns, J. (1978). Leadership. Harper & Row.
Capper, C. (2019). Organizational theory for equity and diversity: Leading integrated,
socially just education. Routledge.
Carnegie Project for the Education Doctorate. (n.d.) The CPED Framework.
https://www.cpedinitiative.org/the-framework
128

Carrington, B., Francis, B., Hutchings, M., Skelton, C., Read, B., & Hall, I. (2007). Does
the gender of the teacher really matter? Seven to eight-year-old's accounts of their
interactions with their teachers. Educational Studies, 33(4), 297–413.
https://doi.org/10.1080/03055690701423580
CASEL. (2020). Retrieved from The Collaborative for Academic, Social, and Emotional
Learning (CASEL). https://casel.org/what-is-sel/
Chapman, T. (2019, January 24). A solution to the plastics problem?
https://www.du.edu/news/solution-plastics-problem
Collie, R., Shapka, J., & Perry, N. (2012). School climate and social-emotional learning:
Predicting teacher stress, job satisfaction, and teaching efficacy. Journal of
Educational Psychology, 104(4), 1189–1204. https://doi.org/10.1037/a0029356
Collins, P. H. (2000). Black feminist thought: Knowledge, consciousness, and the politics
of empowerment. Routledge.
Cotton, K. (2003). Principals and student achievement: What the research says.
Association for Supervision and Curriculum Development.
Creswell, J., Hanson, W., Plano, V., & Morales, A. (2007). Qualitative research designs,
selections and implementation. The Counseling Psychologist, 35(2), 236–264.
https://doi.org/10.1177/0011000006287390
Dantley, M. E., & Tillman, L. (2010). Social justice and moral transformative leadership.
In C. Marshall, & M. Olivia (Eds.), Leadership for social justice (2nd ed., pp. 19–
34). Allyn & Bacon.
129

Darling-Hammond, L. (2000a). Solving the dilemmas of teacher supply, demand, and
standards: How we can ensure a competent, caring, and qualified teacher for
every child. National Commission on Teaching & America's Future.
https://files.eric.ed.gov/fulltext/ED463337.pdf
Darling-Hammond, L. (2000b). Teacher quality and student achievement: A review of
state policy evidence. Educational Policy Analysis Archives.
https://doi.org/10.14507/epaa.v8n1.2000
Darling-Hammond, L. (2003). Keeping good teachers: Why it matters, what leaders can
do. Educational Leadership, 60(8), 6–13.
Darling-Hammond, L. (2017). Teaching for social justice: Resources, relationships, and
anti-racist practice. Multicultural Perspectives, 19(3), 133–138.
http://dx.doi.org/10.1080/15210960.2017.1335039
Dee, T. (2005). A teacher like me: Does race, ethnicity or gender matter? American
Educational Association, 95(2), 158–165.
https://doi.org/10.1257/000282805774670446
DeMatthews, D. (2018). Social justice dilemmas: Evidence on the successes and
shortcomings of three principals trying to make a difference. International
Journal of Leadership in Education, 21(5), 545–559.
https://doi.org/10.1080/13603124.2016.1206972
DiAngelo, R. (2018). White fragility: Why it's so hard for white people to talk about
racism. Beacon Press.
130

Dillard, C. B. (1995). Leading with her life: An African American feminist
(re)interpretation of leadership for an urban high school principal. Education
Administration Quarterly, 31(4), 539–563.
https://doi.org/10.1177%2F0013161X9503100403
Dizon-Ross, R. (2020). How does school accountability affect teachers? Evidence from
New York City. Journal of Human Resources, 55(1), 76–118.
https://doi.org/10.3368/jhr.55.1.1015.7438R1
DuFour, R. (2002, May). The learning-centered Principal. Educational Leadership, 59(8),
12–15.
Dugan, J. (2017). Leadership theory: Cultivating critical perspectives. John Wiley &
Sons.
Duncan-Andrade, J., & Morrell, E. (2008). The art of critical pedagogy: Possibilities for
moving from theory to practice in urban schools. Peter Lang.
Dutta, V., & Sahney, S. (2016). School leadership and its impact on student achievement:
The mediating role of school climate and teacher job satisfaction. International
Journal of Educational Management, 30(6), 941–958.
http://dx.doi.org/10.1108/IJEM-12-2014-0170
Earick, M. (2018). We are not social justice equals: The need for white scholars to
understand their whiteness. International Journal of Qualitative Studies in
Education, 31(8), 800–820. https://doi.org/10.1080/09518398.2018.1479044

131

Easton, F. (1997). Educating the whole child, "head, heart, and hands": Learning from the
Waldorf experiences. Theory Into Practice, 36, 87–94.
https://doi.org/10.1080/00405849709543751
Eddo-Lodge, R. (2017). Why I'm no longer talking to white people about race.
Bloomsbury Publishing.
Elias, M., Zins, J., Graczyk, P., & Weissberg, R. (2003). Implementation, sustainability,
and scaling up of social-emotional and academic innovation in public schools.
School Psychology Review, 32(3), 303–319.
https://doi.org/10.1080/02796015.2003.12086200
Elias, M., Zins, J., Weissberg, R., Frey, K., Greenberg, M., Haynes, N. M., Kessler, R.,
Schwab-Stone, M. E., & Shriver, T. P. (1997). Promoting social and emotional
learning. Association for Supervision and Curriculum Development.
Engels, N., Hotton, G., Devos, G., Bouckenooghe, D., & Aelterman, A. (2008).
Principals in schools with a positive school culture. Educational Studies, 34(3),
159–174. https:///doi.org/10.1080/03055690701811263
Every Student Succeeds Act. (2015). 20 U.S.C. § 6301.
http://www.congress.gov/114/plaws/publ95/PLAW-114publ95.pdf
Finkel, E. (2012). Principals as instructional leaders: But can they do it all? And at what
cost? District Administration, 48(6), 50–55.
Flood, P., Hannan, E., Smith, K., Turner, T., West, M., & Dawson, J. (2000). Chief
executive leadership style, consensus decision-making and top management team
132

effectiveness. European Journal of Work and Organisation Psychology, 9(3),
401–420. https://doi.org/10.1080/135943200417984
Freire, P. (1997). Teachers as cultural workers: Letters to those who dare teach.
Westview.
Fullan, M. (2001). Leading in a culture of change. Jossey-Bass.
Fullan, M. (2003). The moral imperative of school leadership. Corwin Press.
Fullan, M. (2010). Motion leadership: The skinny on becoming change savvy. Corwin.
Fullan, M., & Quinn, J. (2016). Coherence: The right drivers in action for schools,
districts, and systems. Corwin.
Furman, G. (2012). Social justice leadership as praxis: Developing capacities through
preparation programs. Educational Administration Quarterly, 48(2), 191–229.
https://doi.org/10.1177%2F0013161X11427394
Gaetane, J., & Cumings Mansfield, K. (2013). School leaders' courageous conversations
about race. In J. Brooks, & N. Arnold (Eds.), Antiracist school leadership:
Toward equity in education for America's students (pp. 19–36). Information Age
Publishing.
Gaikhorst, L., Marz, V., Du Pre, R., & Geijsel, F. (2019). Workplace conditions for
successful teacher professional development: School principals' beliefs and
practices. European Journal of Education, 54(4), 605–620.
https://doi.org/10.1111/ejed.12366

133

Garza, R. (2009). Latino and white high school students' perceptions of caring behaviors:
Are we culturally responsive to our students? Urban Education, 44(3), 297–321.
https://doi.org/10.1177%2F0042085908318714
Gay, G. (2015). Teaching to and through cultural diversity. Curriculum Inquiry, 48–70.
http://dx.doi.org/10.1111/curi.12002
Gay, G. (2018). Culturally responsive teaching: Theory, research and practice (3rd ed.).
Teachers College Press.
Gonzales, M. M. (2019). School technology leadership vision and challenges:
Perspectives from American school administrators. International Journal of
Educational Management, 34(4), 697–708. http://dx.doi.org/10.1108/IJEM-022019-0075
Gonzalez, N., Moll, L., & Amanti, K. (2005). Funds of knowledge: Theorizing practices
in households, communities, and classrooms. Lawrence Erlbaum Associates.
Gonzalez, N., Moll, L., Floyd-Tenery, M., Rivera, A., Rendon, P., Gonzales, R., &
Amanti, C. (1993). Teacher research on funds of knowledge: Learning from
households. National Center for Research on Cultural Diversity and Second
Language Learning (Educational Practice Report 6).
http://escholarship.org/uc/item/5tm6x7cm
Graham, J., Grewal, I., & Lewis, J. (2007). Ethics in social research: The views of
research participants. UK Government Social Research Unit.

134

https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attac
hment_data/file/497221/ethics_participants_tcm6-5783.pdf
Green, T. (2015). Leading for urban school reform and community development.
Education Administration Quarterly, 51(5), 679–711.
https://doi.org/10.1177/0013161X15577694
Grissom, J., Loeb, S., & Mitani, H. (2015). Principal time management skills: Explaining
patterns in principals' time use, job stress, and perceived effectiveness. Journal of
Educational Administration, 53(6), 773–793. https://doi.org/10.1108/JEA-092014-0117
Gummesson, E. (1988). Qualitative methods in management research. Chartwell-Bratt.
Hallinger, P. (2003). Leading educational change: Reflections on the practice of
instructional and transformational leadership. Cambridge Journal of Education,
33(3), 329–351. https://doi.org/10.1080/0305764032000122005
Hallinger, P. (2010). Developing instructional leadership. In B. Davies, & M. Brundrett
(Eds.), Developing successful leadership: Studies in educational leadership (Vol.
11, pp. 61–76). Springer. http://dx.doi.org/10.1007/978-90-481-9106-2_5
Hanushek, E. A., & Raymond, M. (2005). Does school accountability lead to
improved student performance? Journal of Policy Analysis and Management, 24,
297–327. https://doi.org/10.1002/pam.20091

135

Hanushek, E., Kain, J., & Rivkin, S. (1999). Do higher salaries buy better teachers?
(Working Paper 7082). National Bureau of Economic Research, Inc.
https://doi.org/10.3386/w7082
Hanushek, E., Kain, J., & Rivkin, S. (2004). Why public schools lose teachers. Journal of
Human Resources, 39(2), 326–354. https://doi.org/10.3368/jhr.XXXIX.2.326
Harris, P. (2002). Survey of California teachers. Peter Harris Research Group.
Hartley, J. (1994). Case studies in organizational research. In C. Cassell, & Symon, G.
(Eds.), Qualitative methods in organizational research: A practical guide (pp.
209–229). Sage.
Heck, R. (2007). Examining the relationship between teacher quality as an organizational
property of schools and students' achievement and growth rates. Educational
Administration Quarterly, 43(4), 399–432.
https://doi.org/10.1177/0013161X07306452
Heifetz, R., Grashow, A., & Linsky, M. (2009). Adaptive leadership: Tools and tactics
for changing your organization and the world. Harvard Business Press.
Heinrich, B. (1984). In a patch of fireweed. Harvard University Press.
Henig, J., Hula, R., Orr, M., & Pedescleaux, D. (1999). The color of school reform: Race,
politics, and the challenge of urban education. Princeton University Press.
Hennink, M. M. (2014). Focus group discussions. Oxford University Press.
Hermann, M. (1979). Burns on political leadership. Political Psychology, 1(1), 121–123.
https://doi.org/10.2307/3790861
136

Hollingworth, L., Olsen, D., Asikin-Garmager, A., & Winn, K. (2018). Initiating
conversations and opening doors: How principals establish a positive building
culture to sustain school improvement efforts. Educational Management
Administration & Leadership, 46(6), 1014–1034.
https://doi.org/10.1177%2F1741143217720461
Hollins, E., & Torres-Guzman, M. (2005). Researchon preparing teachers for diverse
populations. In M. Cochran-Smith, & Zeichner, K. (Eds.), Studying teacher
education: The report of the AERA panel on research and teacher education (pp.
477–548). Lawrence Erlbaum Associates.
Hyett, N., Kenny, A., & Dickson-Swift, V. (2014). Methodology or method? A critical
review of qualitative case study reports. International Journal of Qualitative
Studies on Health and Well-Being, 9(1), 1–12.
https://doi.org/10.3402/qhw.v9.23606
Ingersoll, R. M. (2001). Teacher turnover and teacher shortages: An organizational
analysis. American Educational Research Journal, 38(3), 499–534.
https://doi.org/10.3102%2F00028312038003499
Johnson, S. M., & Birkeland, S. E. (2003). Pursuing a "sense of success": New teachers
explain their career decisions. American Educational Research Journal, 40(3),
581–617. https://doi.org/10.3102%2F00028312040003581
Johnson, S., Berg, J., & Donaldson, M. (2005). Who stays in teaching and why?: A
review of the literature on teacher retention. Project on the Next Generation of
137

Teachers. Harvard Graduate School of Education.
http://assets.aarp.org/www.aarp.org_/articles/NRTA/Harvard_report.pdf
Jones, B., Egley, R., & Robert, J. (2010). Mixed feelings: Principals react to test-based
accountability. ERS Spectrum, 28(2), 17–26.
Jones, S., & Doolittle, E. (2017). Social and emotional learning: Introducing the issue.
The Future of Children, 27(1), 3–11.
Jordan-Irvine, J. (2001, March 1–4). Caring, competent teachers in complex classrooms
[Charles W. Hunt Memorial Lecture]. Annual Meeting of the American
Association of Colleges for Teacher Education. Dallas, TX, USA.
Kalkan, U., Aksal, F., Gazi, Z., Atasoy, R., & Dagli, G. (2020). The relationship between
school administrators' leadership styles, school culture, and organizational image.
Sage Open, 1–15. https://doi.org/10.1177%2F2158244020902081
Karsenti, T., & Collin, S. (2013). Why are new teachers leaving the profession? Results
of a Canada-wide survey. Education, 3(3), 141–149.
Kendi, I. (2019). How to be an antiracist. One World.
Kenway, J., & Modra, H. (1992). Feminist pedagogy and emancipatory possibilities. In
C. Luke, & J. Gore (Eds.), Feminism and critical pedagogy (pp. 138–166).
Routledge.
Khalifa, M. (2018). Culturally responsive school leadership. Harvard Education Press.

138

Kytle, A., & Bogotch, I. (2000). Measuring reculturing in national reform models.
Journal of School Leadership, 10, 131–157.
https://doi.org/10.1177/105268460001000202
Lazar, A. M. (2007). It's not just about teaching kids to read: Helping preservice teachers
acquire a mindset for teaching children in urban communities. Journal of Literacy
Research, 39(4), 411–443. https://doi.org/10.1080%2F10862960701675291
Lee, J., & Lee, M. (2020). Is "whole child" education obsolete? Public school principals'
educational goal priorities in the era of accountability. Educational
Administration Quarterly. https://doi.org/10.1177%2F0013161X20909871
Leithwood, K., & Jantzi, D. (2000). The effects of different sources of leadership on
student engagement in school. In K. Riley, & K. Louis (Eds.), Leadership for
change and school reform (pp. 55–60). Routledge.
Leithwood, K., & Jantzi, D. (2006). Transformational school leadership for large-scale
reform: Effects on students, teachers, and their classroom practices. School
Effectiveness and School Improvement, 17(2), 201–227.
https://doi.org/10.1080/09243450600565829
Leithwood, K., & Jantzi, D. (2006). Transformational school leadership for large-scale
reform: Effects on students, teachers, and their classroom practices. School
Effectiveness and School Improvement, 17(2), 201–227.
https://doi.org/10.1080/09243450600565829

139

Leithwood, K., Harris, A., & Hopkins, D. (2020). Seven strong claims about successful
school leadership revisited. School Leadership & Management, 40(1), 5–22.
https://doi.org/10.1080/13632434.2019.1596077
Leithwood, K., Mascall, B., & Strauss, T. (2009). Distributed leadership according to the
evidence. Routledge.
Leithwood, K., Patten, S., & Jantzi, D. (2010). Testing a conception of how school
leadership influences student learning. Educational Administration Quarterly,
46(5), 671–706. https://doi.org/10.1177/0013161X10377347
Leithwood, K., Patten, S., & Jantzi, D. (2010). Testing a conception of how school
leadership influences student learning. Educational Administration Quarterly,
46(5), 671–706. https://doi.org/10.1177%2F0013161X10377347
Leithwood, K., Seashore, K., Anderson, S., & Wahlstrom, K. (2004). Review of research:
How leadership influences student learning. http://hdl.handle.net/11299/2035
Lincoln, Y. S., & Guba, E. (1985). Naturalistic inquiry. Sage.
Lippard, C., La Paro, K., Rouse, H., & Crosby, D. (2018). A closer look at teacher-child
relationships and classroom emotional context in preschool. Child & Youth Care
Forum, 47(1), 1–21. https://doi.org/10.1007/s10566-017-9414-1
Loeb, S., Darling-Hammond, L., & Luczak, J. (2005). How teaching conditions predict
teacher turnover in California schools. Peabody Journal of Education, 80(3), 44–
70. http://dx.doi.org/10.1207/s15327930pje8003_4

140

Lucas, S., & Valentine, J. (2002, April 1–5). Transformational leadership: Principals,
leadership teams, and school culture. Paper presentation]. Annual Meeting of the
American Educational Research Association, New Orleans, LA, United States.
https://files.eric.ed.gov/fulltext/ED468519.pdf
Marks, H., & Printy, S. (2003). Principal leadership and school performance: An
integration of transformational and instructional leadership. Education
Administration Quarterly, 39(3), 370–397.
https://doi.org/10.1177/0013161X03253412
Martin, T. (2018, January 12). Racism 101: Tone policing.
https://tessmartin.medium.com/racism-101-tone-policing-92481c044b6a
Marzano, R., Waters, T., & McNulty, B. (2005). School leadership that works: From
research to results. Mid-continent Research for Education and Learning
(McREL).
Maxwell, J. (2005). Qualitative research design. Sage.
McKenzie, K. B., & Scheurich, J. (2004). Equity traps: A useful construct for preparing
principals to lead schools that are successful with racially diverse students.
Educational Administration Quarterly, 40(5), 601–632.
https://doi.org/10.1177/0013161X04268839
McKenzie, K. B., Christman, D. E., Hernandez, F., Diaz, E. S., Capper, C. A., Dantley,
M., Gonzalez M. L., Cambron-McCade, N., Scheurich, J. J. (2008). From the
field: A proposal for educating leaders for social justice. Educational
141

Administration Quarterly, 44(1), 111–138.
http://dx.doi.org/10.1177/0013161X07309470
McKenzie, K. B., Skrla, L., & Scheurich, J. (2006). Preparing instructional leaders for
social justice. Journal of School Leadership, 16(2), 158–170.
Merriam, S. (1998). Qualitative research and case study applications in education.
Jossey-Bass.
Merriam, S., & Tisdell, E. (2016). Qualitative research: A guide to design and
implementation (4th ed.). Jossey-Bass.
Miles, M., Huberman, A., & Saldana, J. (2018). Qualitative data analysis: A methods
sourcebook. Sage.
Milner, H., & Howard, T. (2004). Black teachers, Black students, Black communities,
and Brown: Perspectives and insights from experts. The Journal of Negro
Education, 73(3), 285–297. https://doi.org/10.2307/4129612
Mintrop, R. (2016). Design-based school improvement: A practical guide for education
leaders. Harvard Education Press.
Noddings, N. (1988). An ethic of caring and its implications for instructional
arrangements. American Journal of Education, 96, 215–230.
https://doi.org/10.1086/443894
Noddings, N. (2003). Happiness and education. Cambridge University Press.
Noddings, N. (2013). Caring: A relational approach to ethics and moral education (2nd
ed.). University of California Press.
142

Oakes, J., & Rogers, J. (2006). Learning power: Organizing for education and justice.
Teachers College Press.
O'Connor, D., & O'Neill, B. (2004). Toward social justice: Teaching qualitative research.
Journal of Teaching in Social Work, 24(3–4), 19–33.
https://doi.org/10.1300/J067v24n03_02
Ooghe, E., & Schokkaert, E. (2016). School accountability: Can we reward schools and
avoid pupil selection? Social Choice and Welfare, 46, 259–387.
Osman, E., & Atamturk, H. (2018). Administrative methods of ensuring teachers'
motivation: The case of North Cyprus. Quality & Quantity, 52, 451–461.
http://dx.doi.org/10.1007/s11135-017-0626-0
Patton, M. (1980). Qualitative evaluation methods (3rd ed.). Sage.
Rabey, G. (2003). The paradox of teamwork. Industrial and Commercial Training, 35(4),
158–162.
Ramanathan, V. (2002). The politics of TESOL education: Writing, knowledge, critical
pedagogy. Routeledge Falmer.
Rapley, T. (2007). Interviews. In C. Seale, G. Gobo, J. Gubrium, & D. Silverman (Eds.),
Qualitative Research Practice (pp. 15–33). Sage.
Reese, K., & Lindle, J. (2014). Forecasting future directions for political activism in
school leadership. In J. Lindle (Ed.), Political contexts of educational leadership:
ISLLC standard six (pp. 167–176). Taylor & Francis Group.

143

Richardson, A. (2004). Characteristics related to female & male leaders (ED497750).
ERIC. https://files.eric.ed.gov/fulltext/ED497750.pdf
Rivkin, S., Hanushek, E., & Kain, J. (2005). Teachers, schools, and academic
achievement. Econometrica, 73(2), 417–458. https://doi.org/10.1111/j.14680262.2005.00584.x
Robinson, V. M., Lloyd, C., & Rowe, K. (2008). The impact of leadership on student
outcomes: An analysis of the differential effects of leadership types. Education
Administration Quarterly, 44, 635–674.
http://dx.doi.org/10.1177/0013161X08321509
Ronfeldt, M., Loeb, S., & Wyckoff, J. (2013). How teacher turnover harms student
achievement. American Educational Research Journal, 50(1), 4–36.
Roorda, D. L., Koomen, H. M., Spilt, J. L., & Oort, F. J. (2011). The influence of
effective teacher-student relationships on students' school engagement and
achievement: A meta-analytic approach. Review of Educational Research, 81(4),
493–529. https://doi.org/10.3102/0034654311421793
Ross, M. P. (2002). New roles for school psychologists: Addressing the social and
emotional learning needs of students. School Psychology Review, 31(1), 43–52.
http://dx.doi.org/10.1080/02796015.2002.12086141
Rowley, R., & Wright, D. (2011). No "White" child left behind: The academic
achievement gap between black and white students. The Journal of Negro
Education, 80(2), 93-107. http://dx.doi.org/10.2307/41341113
144

Saldana, J. (2009). The coding manual for qualitative researchers. Sage.
Sapon-Shevin, M. (2003). Inclusion: A matter of social justice. Educational Leadership,
61(2), 25–28.
Schlechter, A., & Strauss, J. (2008). Leader emotional intelligence, transformational
leadership, trust and team commitment: Testing a model within a team context.
SA Journal of Industrial Psychology, 34(1), 42–53.
http://dx.doi.org/10.4102/sajip.v34i1.418
Senge, P. (1990). The fifth discipline: The art and practice of the learning organization.
Doubleday/Currency.
Shatzer, R. H., Caldarella, P., Hallam, P. R., & Brown, B. L. (2013). Comparing the
effects of instructional and transformational leadership on student achievement:
Implications for practice. Educational Management Administration & Leadership,
42(4), 445–459. https://doi.org/10.1177%2F1741143213502192
Shevalier, R., & McKenzie, B. A. (2012). Culturally responsive teaching as an ethicsand care-based approach to urban education. Urban Education, 47(6), 1086–1105.
https://doi.org/10.1177%2F0042085912441483
Shields, C. (2020). Becoming a transformative leader: A guide to creating equitable
schools. Routledge.
Shields, C. M. (2003). Good intentions are not enough: Transformative leadership for
communities of difference. Scarecrow Press.

145

Shields, C. M. (2010). Transformative leadership: Working for equity in diverse contexts.
Educational Administration Quarterly, 46, 558–589.
https://doi.org/10.1177%2F0013161X10375609
Shields, C. M. (2011). Transformative leadership: An introduction. Counterpoints, 409,
1–17.
Shields, C. M. (2018). Transformative leadership in education: Equitable and socially
just change in an uncertain and complex world. Routledge.
Shoho, A. (2010). The challenges for new principals in the 21st century. Information Age
Publishing.
Shor, I. (1992). Empowering education: Critical teaching for social change. University
of Chicago Press.
Singleton, G., & Linton, C. (2006). A field guide for achieving equity in schools:
Courageous conversations about race. Corwin.
Solomona, R. P., Portelli, J. P., Daniel, B.-J., & Campbell, A. (2005). The discourse of
denial: How white teacher candidates construct race, racism, and 'white privilege'.
Race, Ethnicity and Education, 8(2), 147–169.
https://doi.org/10.1080/13613320500110519
Stake, R. (1995). The art of case study research. Sage.
Stake, R. (1998). Case studies. In N. Denzin, & Lincoln, Y. (Eds.), Strategies of
qualitative inquiry (Vol. 2, pp. 86–109). Sage.

146

Starratt, R. (2005). Responsible leadership: Essays. The Educational Forum, 69(2), 124–
133.
Strauss, A., & Corbin, J. (1990). Basics of qualitative research: Grounded theory
procedures and techniques. Sage.
Sullivan, S. (2019). White privilege. Polity Press.
Theoharis, G. (2007). Social justice educational leaders and resistance: Toward a theory
of social justice leadership. Educational Administration Quarterly, 43(2), 221–
258. https://doi.org/10.1177%2F0013161X06293717
Tracy, S. J. (2013). Qualitative research methods. Wiley-Blackwell.
Tuters, S., & Ryan, J. (2020). Promoting equity in contexts of work intensification: A
principal's challenge. Canadian Journal of Educational Administration and
Policy, 192, 60–66.
Ullucci, K. (2009). "This has to be family": Humanizing classroom management in urban
schools. Journal of Classroom Interaction, 44(1), 13–28.
U.S. Department of Education. (2018) Consolidated State Performance Report.
https://www2.ed.gov/about/inits/ed/edfacts/data-links.html
U.S. Legal Definitions. (n.d.). Title 1 school law and legal definition.
https://definitions.uslegal.com/t/title-1-school/
Velez-Ibanez, C. (1983). Bonds of mutual trust: The culture systems of rotating credit
associations among urban Mexicans and Chicanos. Rutgers University Press.

147

Velez-Ibanez, C. G. (1992). Formation and transformation of funds of knowledge among
US-Mexican households. Anthropology and Education Quarterly, 23(4), 313–
335. https://doi.org/10.1525/aeq.1992.23.4.05x1582v
Waddell, J. (2010). Fostering relationships to increase teacher retention in urban schools.
Journal of Curriculum and Instruction, 4(1), 70–85.
https://doi.org/10.3776/joci.200v4n1p70-85
Webster, S., Lewis, J., & Brown, A. (2014). Ethical considerations in qualitative
research. In J. Ritchie, J. Lewis, C. McNaughton Nicholls, & R. Ormston (Eds.),
Qualitative research practice (2nd ed., pp. 77–110). Sage.
https://doi.org/10.1177/019394598801000204
Wheatley, M. J. (2005). Finding our way: Leadership for an uncertain time. Berrett
Kohler.
Williams, J., & Noguera, P. A. (2010). Poor schools or poor kids? Education Next, 10(1),
44–51. https://www.educationnext.org/poor-schools-or-poor-kids/
Wilson, C., & Johnson, L. (2015). Black educational activism for community
empowerment: International leadership perspectives. International Journal of
Multicultural Education, 17(1), 102–120.
http://dx.doi.org/10.18251/ijme.v17i1.963
Wright, S., Horn, S., & Sanders, W. (1997). Teacher and classroom context effects on
student achievement: Implications for teacher evaluation. Journal of Personnel
Evaluation in Education, 11, 57–67. https://doi.org/10.1023/A:1007999204543
148

Wu, H., & Gao, X. (2018). Principal leadership effects on student achievement: A
multilevel analysis using Programme for International Student Assessment 2015
data. Educational Studies, 46(3), 316–336.
https://doi.org/10.1080/03055698.2019.1584853
Yin, R. (2002). Case study research: Design and methods (3rd ed.). Sage.
Yin, R. (2009). Case study research: Design and methods (4th ed.). Sage.
Zaccaro, S. J., Rittman, A., & Marks, M. (2001). Team leadership. Leadership Quarterly,
12(4), 451-454. https://doi.org/10.1016/S1048-9843(01)00093-5

149

Appendix A
Interview Guide for Staff Participants
1. In what ways do your principal’s values influence the practices here?
Probe: on your specific personal practices
2. What does your principal communicate about the purpose of education?
Probe: How is this communicated?
3. How do you know what the most important priorities are at your school?
4. What leadership expectations most impact your daily practices?
5. How does your principal support your work around equity?
6. How does your principal support your work around social justice?
Probe: In what ways are you empowered to speak up or act?
7. How is staff accountable to issues of social justice in this school?
Probe: Data meetings, PLCs?
Probe: Planning and differentiation?
Probe: Observations and Evaluations?
Probe: Advocacy, activism, support of the community?
8. Describe what is expected of you to build relationships with students and families.
9. How do your practices shift when there are unpredictable and challenging times
like the ones we have seen with Covid-19 or Black Lives Matter?
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Appendix B
Interview Guide for Leadership
1. Tell me a little bit about your leadership style.
2. What do you believe to be your most important priorities as a school leader?
3. What are some specific ways you align your values with your leadership actions?
4. What do you believe to be the purpose of education?
5. How do you communicate this purpose to the staff of your school?
Probe: What are some actions you take with toward fulfilling that
purpose?
6. Describe your relationship with the community.
Probe: .4 As a leader, how do you develop the relationships between the
school and the community?
7. What does your leadership look like for teachers who are different than their
students?
8. Describe a typical staff pd session?
Probe: Focus? Or Who designs? Or Who leads?
9. How does your staff know what you expect from them with regard to equity?
10. Describe a time you encountered misalignment between your leadership vision
and values and teachers’ work with students and families?
11. Describe a time when you had to advocate for your students?
12. How has Covid-19 influenced your leadership work?
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13. How has the Black Lives Matter movement influenced your leadership work?
Probe: How do your leadership priorities shift when there are
unpredictable times like these?
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Appendix C
University of Denver Consent Form for Participation in Research
Title of Research Study: Leading for Equity and Social Justice: Exploring Transformative
Leadership in an Urban School

Researcher(s): Susan-Marie Farmen, M.Ed., University of Denver; Faculty Sponsor: Dr. Kristina
Hesbol, Associate Professor, University of Denver

Study Site: College and Career Preparation 6-12 School, Rocky Mountain West
Purpose
You are being asked to participate in a research study. The purpose of this research is to better
understand how the values and practices of school principals influence the application of
equitable and socially just practices in their schools. You are being asked to be in this study
because you are a teacher/leader in a school included in the study. Your experiences teaching in
your school bring valuable insights to this work from the teacher/leader perspectives.
Procedures
If you participate in this research study, you will be invited to participate in interviews about your
school and your school’s leadership, share your reflections about your work, your peers, your
students, your community, and issues of equity and social justice. You will be a source for fact
checking anything recorded that you share and on-site observation notes that include you. You
will be able to participate in interviews about your work or in a focus group about your work. The
duration of your participation would be approximately one month total with one interview not to
exceed 1 ½ hours. Time spent with the researcher would be scheduled to best fit your needs in
date, time, setting, and duration. Any additional fact checking outside of scheduled interviews
would be scheduled with you to best fit your needs.
Voluntary Participation
Participating in this research study is completely voluntary. Even if you decide to participate now,
you may change your mind and stop at any time. You may choose to answer or not to answer
any specific interview question or refrain from discussing certain aspects of your work. You may
also decide at a later time that a response you provided should not be included in this work and
ask that it be removed. Upon request to remove or discard any comments, the researcher will
remove or discard those comments. You reserve the right to change your mind about the
inclusion of your responses at any time, for any reason without penalty or other benefits to which
you are entitled.
Risks or Discomforts
The researcher has taken steps to minimize the risks of this study. Even so, as a participant, you
might still experience some discomforts related to feelings that may be evoked from questions
being asked in the interview or as you share your ideas, insights, or reflect on your experiences.
The study may include other risks that are unknown at this time. If, however, you feel
embarrassed, stressed, upset, or uncomfortable at any time to answer a question, you may
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decline to answer the question or end the interview. You may also choose to withdraw from the
study. There will be no penalty, no negative consequences, and no removal of other benefits to
which you are entitled if you decline to answer any question, end the interview, or withdraw from
the study.
Potential risks and/or discomforts of participation may include sharing aspects of your work that
could change a perception of you, your school, your peers, or your students, embarrassment,
stress, a loss of privacy, a loss of some personal time given for participation up to that time.
There are also risks inherent to sharing thoughts, ideas, reflections, or ideology that does not
align with one’s employer, a direct supervisor, or school district leadership.
Benefits
Possible benefits of participation include sharing aspects of your work that lead to more socially
just and equitable outcomes for students, sharing aspects of your work that can positively shape
the practices of school leaders and teachers to create positive outcomes for students in the
community, district, and state. Other benefits include being able to reflect about your educational
values, struggles, joys, and triumphs with someone outside of your organization. You may also
influence new approaches to teaching and learning in diverse communities, educational equity,
and culturally responsive practices with your unique perspectives as an educator. You may also
gain allies in this work in order to grow your own impact and increase your instructional capacity.
Incentives to participate
You will receive a small honorarium in the form of a small gift or gift card not to exceed $20 in
value as an expression of gratitude for your participation in this study and at the conclusion of the
study. Should you choose to withdraw from the study at any time, you will still receive such a gift
or gift card as an appreciation for your time invested in the study. You will not be compensated
with money at any time for participating in this research project.
Alternatives The alternative to being in this study is to not participate.
Confidentiality
The researcher will make every effort to keep your information private and to keep your
information safe throughout this study. Your individual identity will be kept private when
information is presented or published about this study. No identifiers linking you to this study will
be included in the reports that might be published. The name of the district will also be kept
confidential. You may choose a pseudonym for yourself, the school, and the district. Once the
original data is transcribed, and the study is completed, the data will be destroyed. Any and all
voice or image recordings of interviews, meetings, or focus groups will be conducted only with
prior consent and used for the purposes of the study. Any information gathered during these
interviews, meetings, or focus groups will be used for educational purposes only. Information
about you will kept confidential to the extent permitted or required by law. Research records will
be stored securely on a password-protected device, and only Susan-Marie Farmen, the primary
investigator, and Dr. Kristina Hesbol, Associate Professor, will have access to any information.
Representatives of regulatory agencies such as the Office of Human Research Protections
(OHRP) and entities such as the University of Denver Human Subjects Protection Program may
access your record to make sure the study is being run correctly and that information is collected
properly. Furthermore, should any information contained in this study be subject of a court order
or lawful subpoena, the University of Denver might not be able to avoid compliance with the order
or subpoena. The research information may be shared with federal agencies or local committees
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who are responsible for protecting research participants including individuals on behalf of the
University of Denver.
Questions
If you have any questions about this project or your participation, please feel free to ask questions
now or contact Susan-Marie Farmen at (303) 999-8973 and by email at sam.farmen@du.edu or
smfarmen@gmail.com. You may also reach Dr. Kristina Hesbol at Kristina.Hesbol@du.edu.
If you have any questions or concerns about your research participation or rights as a participant,
you may contact the DU Human Research Protections Program by emailing IRBAdmin@du.edu
or calling (303) 871-2121 to speak to someone other than the researchers.
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Appendix D
Recruitment Flyer for the Study
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Appendix E
Staff Participant Pseudonyms, Identifying Factors, and Responsibilities

Pseudonym

Main Role

Racial
Identity

Gender
Identity

Additional
Leadership
Responsibilities

Joe

Teacher

White

Female

Yes

Chris

Instr. Coach

White

Female

Yes

Pat

Teacher

Latina

Female

No

Susan

Teacher

White

Female

Yes

Selene

Teacher

Black

Female

Yes

Brock

Teacher

White

Male

No

Betty

Support

Mixed Race

Female

Yes

Alicia

Support

White

Female

Yes

Shenae

Teacher

White

Female

Yes
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Appendix F
Professional Development Book Study Protocol at CACP

Virtual Norms
A.
Mute your microphone
B.
Keep video on when feasible
C.
Use the chat function to ask questions & share comments
Community Agreements and Acknowledgements
A.
This is a safe space in which you will be heard and empowered to ask questions.
Yet, this will also be a brave space where you will be pushed to engage in equity
conversations that are grounded in mutual respect.
B.
We are going to be discussing our values as they pertain to our instructional
practices. It will be important to recognize that our practices could possibly be wrong and
definitely incomplete.
C.
Institutional racism exists in our building.
D.
Our policies and practices need to continue to evolve to be in line with our vision
of equity.
Recommendation(s):
1. I recommend and encourage you all to keep a journal during the reading of this
book and during conversations. Write down the questions or thoughts you have to
not only maintain engagement but also help process the content of the text and
discussion.
Today’s Goals (Part III: Equitable Grading Practices, 7-10)
A.
Grapple with two pillars of equitable grading practices:
a.
Accurate - Our grading must use calculations that are mathematically sound, easy
to understand and correctly describe a student’s level of academic performance.
b.
Bias-Resistant - Grades should be based on valid evidence of a student’s content
knowledge, and not based on evidence that is likely to be corrupted by a teacher’s
implicit bias or reflect a student’s environment.
Take 3 minutes to address the following question(s):
1. Over the course of the last few chapters, we not only learned about two of the
three pillars of equitable grading but we learned about the grading practices that
accompany them. These practices can be found below. Take the next few minutes
to identify and explain, in the table below, which big idea of each category is
resonating with you the most.
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Accurate

Bias-Resistant

Avoiding Zeros

Grades based on required content, not
extra credit

Minimum Grading

Grades based on student work, not the
timing of work

0-4 Scale

Alternative (non-grade) consequences for
cheating

Weighting more recent performance

Excluding participation and effort

Grades based on an individual’s
achievement, not the group’s

Grades based entirely on summative
assessments, not formative assessments
(such as HW)

Chapters 7-10 Questions
1. Consider and discuss the following:
1. “I’ve moved away from thinking of grading as a carrot or stick. Grades
should be a mirror.”
2. How easy should it be for a student to be able to calculate their own grade? How
could we use a student’s own grade as an opportunity to teach mathematical
principles of median, mean, mode, scale, and percentages, and thereby empower
students to be more critical consumers of statistics?
3. Thoughts and reactions to summative assessment only based grades?
Closing:
• How do the 2 pillars of equitable grading that we have read about and discussed
align with your values as a teacher? As a former/current student?
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Appendix G
Dedication
This work is dedicated to the “family” I created for myself over the years, near
and far, who consist of those who fostered me, those who befriended me, and those who
held me together-mind, body, and soul at times and through difficulties no child should
endure, through pain and fear that over time carved a deep chasm, which is now the space
where I hold joy, empathy, compassion, and unyielding determination. And to all foster
children who left behind something bad in hopes of something better. It is out here, come
join me.

The deeper that sorrow carves into your being, the more joy you can contain.
—Kahlil Gibran

160

